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This study investigated the current in-service 
programme for teachers at Eastern Mediterranean 
University English Preparatory School (EMUEPS) and
V
proposed a model for an in-service teacher development 
programme based on current theory and teacher feedback 
about current practices. The subjects of the study were 
the teachers and tutors at EMUEPS. The study was a 
descriptive study and employed both quantitative and 
qualitative data analysis procedures. The researcher 
collected data through questionnaires, interviews, and 
document analysis. Four research questions were asked.
The first research question asked whether the 
current in-service programme employed a teacher training 
(TT) or teacher development (TD) approach. The results 
indicated that the current in-service programme mainly 
utilises a top down approach which represents TT.
The second question investigated the strengths and 
weaknesses of the programme. The findings showed that in 
the current in-service programme at EMUEPS teachers feel
that they contribute little in decision-making and have 
little investment in the programmes they are attending. 
The results also showed that teachers prefer less theory 
and more workshops on current classroom related problems. 
Most of the teachers maintained that they like the 
friendly attitudes of the tutors and stressed this as the 
main strength of the in-service programme.
The third question asked whether the needs of the 
inexperienced and experienced teachers differ and the 
findings indicated that their needs do not differ.
The fourth question asked what teachers would like 
to see in an in-service programme. Responses indicated
V
that teachers would prefer a programme which focuses more 
on their classroom-related needs. They also pronounced 
that they would like to have more discussions and 
contribute more input and to do classroom investigations.
The findings showed that teachers prefer an 
in-service programme which employs a TD approach and 
where they can contribute more to all aspects of the 
programme.
The model which the researcher developed is an 
on-going teacher development programme which emphasises 
reflective teaching and classroom investigations.
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CHAPTER 1 INTRODUCTION 
Background of the Study 
In order to help teachers grow professionally, 
teacher education programmes are found to be essential 
(Wallace, 1991; Wallace & Woolger, 1991; Woodward, 1991). 
However, the literature and the current research in this 
area show that the specific nature of the individual 
programmes is very important, and a model which is 
appropriate to the situation and which promotes student 
learning should be designed (Johnson, 1989; Palmer, 1993; 
Woodward, 1991). The current teacher education
■yliterature (which will be discussed in detail in 
Chapter 2) emphasises the importance of a developmental 
approach in teacher education.
During an informal survey that the researcher 
conducted among the staff at Eastern Mediterranean 
University English Preparatory School (EMUEPS), Northern 
Cyprus, the teachers revealed that the existing teacher 
training programme fails to answer their needs. Some 
teachers also stated that although they received some 
training at the initial stages of their profession, they 
are not getting any training at present as there is not 
an ongoing in-service programme in the institution.
At EMUEPS (during the academic year 1994-1995) 
there are 82 staff members (see Table 1).
Table 1
Staff at EMUEPS
Number of staff
Administrators 3 (one was also a teacher trainer)
Teacher Trainers 6
NG Participants 15
COTE Participants 10
DOTE Participants 17
V
MA Students 7
Non-trainees 25
Total 82
There are three administrators and six teacher 
trainers (one of the three is also administrator).
Fifteen of the teachers are new graduate teachers with no 
experience, and these teachers are attending the New 
Graduate's (NG) course, which is a one-year course 
designed for the inexperienced teachers. There are also 
ten teachers who are attending a one-year course called 
Certificate for Overseas Teachers of English (COTE), 
offered by the Royal Society of Arts (RSA). The last 
group of teachers in a teacher training programme are the 
teachers who are taking a two-year course called Diploma
for Overseas Teachers of English (DOTE), offered by the 
University of Cambridge Local Examinations Syndicate 
(UCLES) (see Appendix A for course descriptions for COTE 
and DOTE), and this group has 17 participants. Apart 
from the teachers who receive training within EMUEPS, 
there are also seven teachers (one of whom is the 
researcher) who are doing their Master of Arts. The 
remaining twenty-five teachers (30%) are Non-Trainees 
(NTs) who are not getting any teacher training at present 
since there is not a course designed for them. Some of 
the NTs attended NG and/or COTE courses in previous 
years.
Table 2 shows that the majority of teachers at 
EMUEPS are fairly new in the field of teaching English, 
and that there is one group of teachers who are not 
getting any teacher training.
Table 2
Years of Experience of the Teachers at EMUEPS
Years of Experience No of Staff %
0-4 years 51 62%
5-8 years 18 22%
9 years or more 13 16%
Total 82
At EMUEPS 62% of the teachers have a maximum of 
four years of experience. Eighteen percent of teachers 
within this group are not getting any training at 
present. Some of these teachers attended the NG 
programme when they first started teaching, and some 
completed the COTE course during their second year of 
teaching (the COTE course is not compulsory). Moreover, 
the NG programme is designed solely for the novice 
teachers and after a year of training these teachers can 
stop receiving any training. The COTE and DOTE 
programmes are international ELT certificate programmes, 
designed according to the criteria set by RSA and UCLES 
(not according to the specific needs of the EMUEPS). To 
sum up, the in-service programmes offered are short-term 
teacher training programmes and they give service to only 
51% of the teachers at EMUEPS.
Purpose of the Study
This study investigated the strengths and weaknesses 
of the existing in-service programmes at EMUEPS in terms 
of the teacher education approach they employ in order to 
develop a model for an on-going teacher education 
programme which can appeal to the needs of both the 
inexperienced and experienced teachers. The ultimate aim 
of designing this new model was the enhancement of the 
teachers' professional competence so that the teachers 
can better find solutions to their classroom-related 
problems. It was hoped that the development of the
teachers' competence be reflected in their teaching and 
facilitate the learning situation in the institution. 
Because every institution is unique and has specific 
needs. This study also aimed at discovering the 
teachers' needs specific to their teaching situation at 
EMUEPS.
In order to find out whether the current teacher 
education programme at EMUEPS emphasises a more training 
or developmental approach and whether the current 
practices respond to the needs of the teachers, the 
components of the present programmes were investigated.
It may be useful to define the key terms which are used 
to describe the components of all the programmes (NG, 
COTE, DOTE) at EMUEPS. Input session means a session 
which is led by a trainer. In these sessions the 
trainees get acquainted with teaching techniques and 
classroom activities. Microteachina means 10-15 minutes 
mini-lessons which the teacher present during the input 
sessions. Observation refers to both tutor-observation. 
which means a trainer (tutor) observing a trainee, and 
peer-observation. in which another colleague observes the 
trainee. The following aspects of the current in-service 
programme were investigated:
(a) Inpyt gQggjQng:
1. What roles teachers have in these sessions.
2. How much contribution teachers make.
(b) Microteachina;
1. What attitudes teachers have towards 
microteaching.
2. How microteaching is practised.
(c) Observations:
1. What attitudes teachers have towards 
observations, concerning the practice at EMUEPS.
2. How much teachers contribute to decision making.
3. How much they emphasise teachers' reflection.
V
(d) Roles of trainers/trainees:
1. What teachers expect from the trainers (i.e., 
what qualities and attitudes the trainees desire to see 
in the trainers).
2. What trainees think about their own roles in 
these programmes, (i.e, whether they consider themselves 
as participants, learners, or decision makers)
3. What roles trainees desire to have.
Research Questions
This study considered the following research 
questions:
1. Does the current in-service programme employ a 
teacher training (TT) or teacher development (TD) 
approach?
3. What type of input style teachers prefer (e.g.,
transmission of theory, problem-solving, exploratory).
2. What are the strengths and weaknesses in the 
current in-service programme in terms of teachers' 
needs/preferences?
3. Do the needs of inexperienced and experienced 
teachers differ?
4. What would teachers like to see in an in-service 
programme (TD or TT approach)?
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CHAPTER 2 LITERATURE REVIEW 
Introduction
In educational enterprises the teaching act is 
considered to be one of the most important aspects in the 
success of the outcomes of an education programme. As 
stated by Eskey (cited in Pennington, 1989): "The single 
most important feature of any program...is the teaching 
faculty....[G]ood teachers make good programs...."
(p. 91).
There is now a common view among experts who are 
involved in teacher education programmes that being a 
good teacher is a complex, abstract phenomenon and cannot 
be achieved through mastery of discrete skills that are 
transmitted by teacher educators (Bartlett, 1990; Ellis, 
1990; Freeman, 1982, 1989; Gebhard, 1990; Wallace, 1991). 
In order for effective teaching to take place, teachers 
are required to be reflective in their teaching 
(Bartlett, 1990; Lang, 1990; Nunan, 1989; Wallace, 1991). 
Lang (1990) states that reflective teaching is a process 
which "gives them [teachers] the opportunity to examine 
their relations with their students, their values, their 
abilities, and their successes and failures in a 
realistic context" (p. 250). Similarly, Bartlett (1990) 
states that being a reflective second language teacher 
requires teachers to be critical about their teaching. 
According to her, going through continuous assessment of 
classroom practice and becoming a reflective teacher also
influences students and help them employ a similar 
self-questioning technique as their teachers.
This changing concept of a "good teacher" has led 
many experts in the field to reconsider the role of the 
teacher in teacher education programmes as well.
Richards and Nunan (1990) claim that teacher education 
programmes should have less emphasis on prescriptions and 
top-down directives and more emphasis on an inquiry-based 
and discovery-oriented approach to learning (bottom-up). 
This new approach suggests more investment and a more 
active role of teachers in teacher education programmes.
Changing Role of the Teacher in Teacher Education
Programmes
Many experts who are involved in teacher 
education programmes (both pre- and in-service) now 
emphasise a more active role of teachers in teacher 
education programmes in order for professional 
development to ensue. Wajnryb (1992) suggests that the 
experiences of the trainees should be used during the 
process of training and that the role of the trainer is 
to help the trainees to understand the processes involved 
in the teaching and learning of language. Wallace (1991) 
states that in in-service programmes there must be room 
for reflection through which professional competence can 
be developed, and he added that the effectiveness of 
teacher education programmes depends on how well they 
relate to the trainees' own reflection and practice.
similarly, Ellis (1990), Gebhard (1990), Richards (1987) 
also emphasise that in order for effective teaching to 
ensue, the in-service programmes should work towards the 
development of the autonomous practitioner. who is able 
to draw on knowledge and skills in making on-line 
decisions. Morrow and Shocker (1993) state that language 
teaching is a dynamic process and it requires on-the-spot 
decision making and acting according to the needs of the 
students. In the same vein, Wallace (1991) claims that 
the teachers must take on the responsibility for their 
own development stating that "one of the crucial factors 
in the success of learning anything depends on what 
learners [the trainees or the students] themselves bring 
to the learning situations” (p. 3).
This new emphasis on the active role of teachers and 
reflective teaching, which help the teachers question 
their teaching and their students' learning, have also 
prompted theorists to encourage teachers to do research 
in their classroom. For example, Richards and Nunan 
(1991) recommend the use of procedures which involve 
teachers in gathering and analysing data about teaching, 
emphasising the need for teachers to employ a research 
orientation to their own classrooms and to their own 
teaching. Similarly, Fanselow and Jarvis (cited in 
Gebhard, Gaitan, and Oprandy, 1990) recommend that 
teacher educators provide the classroom teachers with 
investigative skills and methodology for making
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decisions, shifting the responsibility for decision 
making to classroom teachers.
The new concept of the teaching act and demands for 
a more active role for teachers in teacher education 
programmes have also obliged the teacher educators to 
reconsider different approaches employed in teacher 
education programmes as regards the style of input and 
role of teachers and tutors in these programmes.
The Phenomenon of Training and Development
In recent years, people who are involved in teacher 
education programmes and experts in this area have felt 
the need to differentiate the terms teacher training (TT) 
and teacher development (TD) because they employ two 
distinct approaches in teacher education programmes 
(Freeman, 1982, 1989; Gower, 1988; Marks, 1990; Palmer, 
1993; Richards, 1987; Spratt, 1994; Woodward, 1991). 
Freeman (1982, 1989) argue that TT and TD emphasise 
different functions and strategies in teacher education. 
According to Freeman, TT deals only with discrete skills, 
and complex aspects of language teaching cannot be 
mastered through this approach; TD, on the other hand, is 
holistic and adopts an integrated approach which helps 
the teacher develop professionally. To make this 
distinction clear Woodward (1991) separated the aspects 
of TT from TD (see Table 3).
11
Difference Between TT and TD
Table 3
12
Teacher Training Teacher Development
compulsory voluntary
competency based holistic
short term long term
on-off ongoing
temporary continual
external agenda internal agenda
skill/technique and 
knowledge based
awareness based, 
angled towards 
personal growth and 
the development of 
attitudes/insights
compulsory for entry 
to the profession
non-compulsory
top-down bottom-up
product/certi f icate 
weighted
process weighted
means you can get 
a job
means you can stay 
interested in your 
job
done with experts done with peers
(Woodward 1991 p. 147) 
Maley (cited in Spratt, 1994), also made a 
distinction between TT and TD (see Table 4) and gave the 
following five reasons why the need for teacher 
development has arisen:
13
1. A feeling that training courses cannot alone 
satisfy all trainees' needs.
2. A need to go beyond mere training.
3. The search for a sense of direction which 
characterises the increasing professionalism.
4. The growing confidence of teachers in their 
ability to shape their own growth.
5. The influence of the wider life-long education 
movement. (p . 54)
Table 4
Difference Between TT and TD
Teacher Training Teacher Development
time-bound continuing
related to needs 
of course
related to needs 
of the individuals
terminal outcomes 
pre-empted
terminal outcomes 
open
information/skills
transmission
problem-solving
fixed agenda flexible agenda
hierarchical peer-oriented
other-directed inner-directed
top-down bottom-up
(cited in Spratt 1994, p. 54)
Freeman (1982) argues that TT only answers certain 
immediate needs of teachers such as how to plan and 
present a lesson, how to teach language skills, and so 
forth. TD, however, involves broader, long-term concerns 
such as how teachers can be encouraged to grow and to 
explore new paths and ideas which help them grow 
professionally. In the same vein, Richards (1987) makes 
a distinction between the terms ''training” and 
"development” and states that there is more to teacher 
preparation (both pre- and in-service) than skills 
training which the TT programmes emphasise. He claims
V
that for teacher development, activities are needed which 
move beyond training and which seek to develop the 
teacher's awareness and control of principles underlying 
effective planning, organisation, management, and 
delivery of instruction. He also addresses the micro- 
and macrodimensions of teaching, stating that the 
microdimension represents the training view in which 
teaching is broken down into discrete and trainable 
skills such as setting up small group activities, 
explaining meaning of words, and using referential 
questions. The macrodimension on the other hand reflects 
a view of education in which the focus is on clarifying 
the concepts and thinking processes that guide the 
effective second language teacher. Gower (1988) also 
supports the view that discrete skills learning cannot 
result in professional growth, arguing that many TT
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courses deal only with "basic classroom skills" and 
"methodology" which are not sufficient for the further 
intellectual growth of teachers. He claims that a fairly 
free course structure allows the trainees to develop 
their pedagogic and linguistic potential. Moreover, he 
emphasises the humanistic nature of learning, stating 
that individuals do not learn the same thing in the same 
way and pace; therefore, trainees must be treated as 
individual human learners and allowed to develop at their 
own pace. Malley (cited in Spratt, 1994) states that TD 
movement is in many ways parallel to the learner 
independence movement asserting that "just as learners 
appear to make better progress when they make their own 
learning decisions, the chances are that teachers too 
will achieve better personal and professional growth when 
they take on personal responsibility for their own 
development" (p. 54).
Many of the experts have looked specifically at the 
relative merits of training and development in terms of 
their roles in teacher education programmes. Although, 
some claim that at the initial stages training might be 
valid and effective, Pennington (1989) suggests that both 
pre-service and in-service programmes should have an 
integrated approach. She suggests different modules 
which work towards both the upgrading of individual 
classroom skills or areas of knowledge and on reorienting 
teachers to cope with changing conditions in the field or
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in the society. In addition to supervised classroom 
teaching, she suggests individual and group experiences 
involving case studies, problem solving, video viewing 
and analysis, direct observation, roleplay and simulated 
teaching experiences (microteaching). Palmer (1993), on 
the other hand, makes a distinction between experienced 
and inexperienced teachers and suggests that in-service 
programmes are designed according to the needs of the 
trainees. Palmer (1993) states that transmission, which 
represents TT at one end of the training to development 
continuum, can be more appropriate for in-experienced
V.
teachers but that another approach would be more suitable 
for experienced teachers in order to promote TD. He 
states that the trainer-as-knower approach, where the 
trainers provide the input, may better help the 
inexperienced teachers; whereas, the problem-solving 
approach in the middle of the developmental continuum, 
where trainers and participants cooperate on both in the 
design and development of the programme, may be of more 
use to more experienced teachers.
The present situation in the field of teacher 
education shows that not all experts in the field are in 
one-hundred percent in agreement on TT and TD, but it is 
clear that there is a new trend towards including 
trainees at all stages of a teacher education programme.
16
Approaches/ModeIs in Teacher Education 
The changing view of teacher education has also 
forced teacher educators to reconsider the existing 
teacher education models and approaches in teacher GIO 
education.
The models which fall into the general category of 
training are basically the ones who are generated from 
the craft and applied science mc<lel (Wallace,
1991). The craft model assumes that by imitating the 
expert's techniques and by following the expert's 
instructions and advice, teachers can gain professional 
competence. This view emphasises learning through 
mastery of discrete skills. (Pennington, 1989; Wallace, 
1991). Stone and Morris (cited in Wallace, 1991) point 
out that this approach is conservative and could only be 
valid in a static society. However, our schools today 
exist in a dynamic society. The applied science model is 
also a one-way model like the crafts model of training.
In this model the results of the scientific research are 
refined through experimentation by experts, and the 
results are conveyed to the teachers by teacher trainers 
in an in-service programme. This approach also assumes 
that professional competence can be achieved through the 
transmission of knowledge. Pennington (1989) explains 
this model of teaching as follows;
Teaching-as-science conceives of pedagogy as 
susceptible to comprehensive analysis and full
17
description. From this perspective, teaching
behaviour can be broken into component skills which
have high observability and which can be learned and
evaluated based on specific behavioral objectives.
(pp. 97-98)
However, the study of the evaluation of an 
in-service programme which was conducted by Breen,
Candlin, Dam and Gabrielsen (1989) gives empirical 
support that professional growth and development should 
emphasise the classroom experiences and problems of 
teachers, rather than revolving around ideas imported 
from outside the classroom.
This study by Breen et al. (1989) was a case study 
of a three-phased in-service programme for EFL teachers 
in secondary schools in Denmark which was conducted by 
four teacher trainers. The study took place during the 
eight-year period between 1978 and 1985 and over a 
hundred experienced Danish teachers participated in the 
study. The teachers who participated in the programme 
also participated in the evaluation of the programme 
during the post-workshop meetings. For the evaluation of 
each phase the following five related matters were 
considered:
1. trainer and trainee roles
2. the purpose of the workshops
3. the general content and method of the workshops
4. the outcomes of trainees' classroom practice
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5. the weaknesses the trainers deduced in the 
training approach which they felt they needed to 
eliminate in the following phase.
For the implementation of the first phase of the 
in-service programme, the trainers adopted the 
transmission model. The purjlose of this phase was to 
convince the teachers of the "rightness” of communicative 
teaching and to involve them in a critical evaluation of 
their current textbooks. In this phase the trainers gave 
lengthy presentations representing the trainers' 
syntheses of current theory and research as in the
V
applied science model of teacher training. The trainers 
were the knowers/experts and the teachers were expected 
to have faith in the trainers and act like recipients. 
According to the results based on teachers' evaluation, 
one of the major weaknesses of this programme was that it 
represented a top-down approach in which content was 
derived from sources other than classroom practice. The 
second important weakness was that this approach obliged 
the teachers to have passive roles in which they were 
relating ideas rather than taking action. There was also 
a large gap between the workshop situation and the 
classroom.
As a reaction to the perceived weaknesses of the 
transmission model, the trainers adopted a 
problem-solving model in which the trainers acted as 
consultants for the second phase. The workshops were
19
built, not on the trainers knowledge, but on the 
teachers' problems with the classroom practice. The 
trainers contribution was that of suggesting possible 
solutions based on their knowledge and experience. 
Teachers' evaluation of implementation in the follow-up 
and post-workshop meetings showed that although the 
problem-solving model represented an advance on 
transmission model, it too had weaknesses. Although 
there was personal investment from the teachers, in this 
model as well, the trainers were still seen as experts, 
since the outcomes were primarily determined by the 
trainers.
In the third phase of the in-service programme, a 
classroom investigation model of approach was used. The 
purpose of the workshops was to discover if particular 
innovations were needed, and if they were, how they could 
evolve with direct learner participation through more 
explicit sharing of decision making with teachers. In 
this model trainers were simply facilitators to teachers. 
The teachers on the other hand were investigators who 
were exploring their own classrooms and resources, 
finding their own solutions to individual problems with 
the help of the others in the group (either teachers or 
trainers). Evaluation of workshops outcomes through 
meetings revealed that in this model there was high 
investment from the teachers and the trainers were 
functioning as colleagues whose input was no more no less
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important than that of thheother participants. However, 
the researchers thought that this was also a strength of 
the programme as there was an interdependent role 
relationship and the actual learners were the sources of 
training.
Breen et al. (1989) summarised the evolution of the 
programme as a gradual movement from a training based 
approach (TT) to a more exploratory approach (TD) which 
was based on the classroom as seen by language learners. 
They clairted that the trainee's own classroom and the 
learners are the major source of information in the 
language learning process and that in-service programmes 
can offer teachers ways of investigating that process. 
They also suggested that in-service programmes should 
encourage a three-way interaction and interdependence 
between trainers, teachers and learners.
Palmer (1993), basing his argument on findings of 
Breen et al., distinguished between three main input 
styles in teacher education programmes; transmission. 
problem solving, and exploratory. He stated that these 
are not mutually exclusive but rather represent points on 
a continuum asserting that the investment of teachers 
increases from none in the transmission model to most in 
the exploratory model as we go along the continuum of 
teacher education (see Table 5).
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Table 5
Teacher Investment Continuum
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TI
Transmission 
Low ____
investment
Problem-solving
ID
Exploratory
High
investment
Note. Adapted from "Innovation and the Experienced 
Teacher” by C. Palmer, 1993, ELT Journal. 47. p. 168.
Palmer (1993) notes that the transmission model 
does not include any contribution from trainees because 
the input comes only from trainers and that trainees 
might reject using the ideas suggested by the trainers. 
The problem-solving model focuses on teachers' problems 
and involves teachers in the design and development of a 
programme. However, in this model as well, trainers are 
still "knowers” and solutions to problems are suggested 
by them. In the exploratory model teachers make 
explorations in their classrooms and find solutions to 
their own problems. The trainers in this model are 
facilitators and they act as colleagues.
In short, most teacher educators and experts in the 
field of teacher education now have a common view that TT 
programmes which call for a passive role of trainees and 
which do not involve investment from the teachers cannot 
alone help teachers grow professionally (Breen et al..
1989; Freeman, 1982, 1989; Richards & Nunan, 1990; Lang, 
1990). Joyce and Weil, Lang, Sprinthall and Thies- 
Sprinthall (cited in Lang, 1990) also assert that in 
order for intellectual, experiential, and attitudinal 
growth of teachers, TD programmes are essential.
Teacher Development Activities 
In order to overcome the gap between the in-service 
situation and the individual needs of teachers as regards 
their classroom experience, some educationalist have 
proposed some TD activities through which teachers are 
provided with opportunities to investigate their own 
teaching and the teaching of others to investigate 
teaching in different contexts. Richards and Nunan 
(1990) and Gebhard et al. (1990) suggest that it is 
necessary for the teacher educators to adopt certain 
activities to develop teachers' decision making skills 
and awarenesssin order to be effective in TD programmes. 
These TD activities appear to fall into two general 
categories:
a) Experiential and awareness raising activities, and
b) Research-based activities.
Experiential and Awareness Raising Activities in TD 
Ellis (1990) suggested that teacher education 
programmes need to include some experiential and 
awareness-raising activities which help the teachers test 
theory and principles through practice and develop
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understanding of particular issues through reflection and 
evaluation.
Gebhard (1994) stated that teacher journals can be 
used as sources to help teachers to gain awareness of 
their teaching. Bailey (1990) described teaching 
journals (also known as diary studies) as documented 
written accounts of personal teaching experiences which 
are then analyzed by the teacher for "reoccurring 
patterns" and "salient events."
Observations (peer observations, self-observations, 
and tutor observations) are also regarded as useful means
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in the process of teacher development. Many experts 
suggest that observations be used as a tool which helps 
teachers make discoveries about their teaching (TD) 
rather than trainers observing them and telling what is 
good for them (as in many TT programmes). Wajnryb (1992) 
considered observations as a "learning tool" and stated 
that the primary goal of the observation should be of 
"professional growth" and "development", and she strongly 
advocated the use of observations in teacher education 
programmes. Day (1990) also maintained that observations 
play an important role in teacher education programmes.
He said that observations assist student teachers 
(teachers) in;
1. developing a terminology for understanding and
discussing the teaching process
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2. developing an awareness of principles and 
decision making that underlie effective teaching
3. distinguishing between effective and ineffective 
classroom practices
4. identifying techniques and practices student 
teachers can apply to their own teaching, (p. 43) 
Gebhard (1994) also maintained that observations are
useful tools for teachers to gain awareness of their own 
teaching. He also added that many teacher educators 
suggest that observers make use of various types of 
observation instruments in order to be more systematic. 
Gebhard et al. (1990) stated that the feedback they had 
received from the student teachers during a teacher 
preparation programme they ran showed that student 
teachers wanted to learn a system of observation and 
approaches to classroom observation act in order to have 
an idea what to look for and in order to gain different 
perspectives on observation. They stated that learning a 
system of observation can form a basis for investigative 
projects (a kind of research) and help the student 
teachers (or teachers) understand their own teaching 
processes and behaviours. They also claimed that such 
investigative projects provide the teachers with the 
opportunity to gain awareness on their teaching and give 
them a perspective on how to approach their classroom 
experiences differently.
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Gebhard (1994), in his article suggested the 
following as useful observation instruments to help the 
teachers gain awareness in their teaching: a) checklists 
in which the observer checks off teaching behaviours as 
they occur (he also stated that teachers could develop 
their own checklists as well as they go through the 
process of observing others); b) seating charts in which 
the observer records the occurrences of observed 
behaviours such as teacher questions, student responses 
and so forth; and c) audio/video recordings to review 
what went on in class. In this type of observation,
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short transcripts can also be made to code communications 
and analyze the coding for patterns which help the 
teachers become aware of the occurrence of certain 
patterns in class. This also offers the teachers a kind 
of awareness to come to decisions about alternative ways 
of teaching.
Gebhard (1994) also considered self-observâtion as a 
means to gain self awareness in teaching. This can be 
done by video or audio recording one's own teaching and 
later reviewing the tape by using various observation 
instruments or by making short transcripts of the 
classroom interaction to study.
Research-based Activities in TD
Research-based activities, which provide the 
teachers with opportunities to investigate their teaching 
and carry out investigations in their classrooms, are
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suggested by many teacher educators to develop teachers' 
decision-making skills (Nunan, 1989; Richards & Nunan, 
1990; Gebhard et al, 1990). Nunan (1989) suggested that 
research-based in-service education is essential for 
teacher development since it emphasises maturity within 
the profession and enhances the role and importance of 
the teachers as an autonomously functioning individuals.
Nunan (1989) claimed that action-research could be a 
way of increasing knowledge of classrooms and as a tool 
for teacher education. In the same vein, Gebhard (1994) 
offered action research as an approach to improve the 
awareness of teachers in their professions and defined it 
as "self-reflective inquiry initiated by teachers for 
purpose of improving their classroom practices" (p. 38). 
Carr and Kemmiş (cited in Nunan, 1989) offered the 
following definition of action-research;
A form of self-reflective enquiry undertaken by 
participants in social situations in order to 
improve the rationality and justice of their own 
practices, their understanding of these practices, 
and the situations in which these practices are 
carried out. (p. 12)
Strickland (cited in Gebhard, 1994) provided the 
following steps for teachers to follow in order to carry 
out action research: "1) identify an issue, 2) seek 
knowledge, 3) plan an action, 4) implement an action, 4)
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observe the action, 6) reflect on your observation, 7) 
revise the plan” (p. 39).
Exploratory teaching is also a research-based 
activity which is an alternative to action research. 
However, this type of research is less research-based and 
requires less time than action research. This type of 
research relies more on teacher introspection about the 
methods they use successfully or less successfully in the 
classroom (Brinton 1993).
Critical incident analysis is also a form of action 
research which is useful for novice teachers. The 
teacher records a lesson and identifies a critical moment 
and then closely investigates this moment to arrive at 
conclusions about what factors caused the incident to 
occur (Brinton, 1993).
Dialog journals are also found to be useful research 
tools for the teachers to gain insights about their 
teaching. These are written exchanges in which learners 
and their teachers interact about classroom matters 
(Brinton, 1993).
Conclusion
Lange (1990) strongly argued that there is a need 
for change in teacher education programmes to provide a 
context in which "tomorrow's teachers" will function. 
Carnegie and Holmes (cited in Lang 1990) asserted that 
professional autonomy, authority, and responsibilities of 
classroom teachers must increase greatly. In the same
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vein, Gebhard (cited in Krai, 1994) argued that 
"awareness of teachers is empowering. The more interest 
teachers have in gaining awareness of how they teach, the 
more freedom they will have to direct their teaching 
toward successful student learning" (p. 7).
To sum up, there seems to be a consensus in the 
literature that in order to optimise learning in 
institutions, teacher education programmes need to work 
towards the development of reflective teachers who 
develop skills in observing, analysing and critiquing 
their own classrooms rather than programmes simply 
focusing on discrete aspects of the teaching act as many 
TT programmes emphasise.
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CHAPTER 3 METHODOLOGY 
Introduction
This study is a descriptive study, and this chapter 
describes the subjects, instruments, and data collection 
procedures the researcher followed in conducting the 
study. The subjects in this study were all teachers and 
teacher trainers who are currently working (1994-1995 
academic year) at EMUEPS, Northern Cyprus. The data were 
collected with the aid of three different types of data 
collection procedures: (a) interviews,
(b) questionnaires, and (c) documents of observation 
feedback forms.
Subjects
In this study the subjects were the staff members of 
EMUEPS. All of the teachers (except the MA students) 
and teacher trainers, a total of 73 subjects, were 
invited to take part in the study as volunteers. 
Sixty-seven of these subjects participated in the study 
(see Table 6). The subjects were grouped into five 
categories by the roles they have in the current 
in-service programmes. The first group was the teacher 
trainers who are implementing the current in-service 
programme. This group had six members who are mainly 
senior teachers experienced in the field of teaching 
(five of them are native speakers of English). One of 
these teacher trainers also has an administrative duty as 
an assistant director. All of the subjects in this group
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participated in the study. The second group of subjects 
were 15 teachers with little teaching experience and who 
are attending the NG programme, which is designed for 
"New Graduate” teachers. Eleven subjects in this group 
participated in the study. Eight of the 10 teachers who 
are members of the current COTE programme represented the 
third group. The COTE participants are somewhat more 
experienced than the NG participants and most of them 
attended the NG programme in previous years. The DOTE 
programme has 17 teachers and all participated in the 
study. These teachers formed the fourth group of 
subjects in the study and they are more experienced than 
both the NG and COTE participants. The last group of 
subjects were the 25 non-trainees, who are not attending 
any in-service programme at present, since there is no 
course designed for them. The experience of these 
teachers ranges from three years upward.
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Subjects in the Study
Table 6
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Sub-lect? Number of subjects
Teacher trainers 6
NG participants 11
COTE participants 8
DOTE participants 17
Non-trainees 25
Total 67
Instruments/Materials
This study employed several instruments to gather 
its data: (a) interviews, (b) two types of 
questionnaires, and (c) observation feedback forms given 
by the tutors at EMUEPS as research instruments/ 
materials.
interview?
The interviews employed open-ended questions to 
investigate the teachers' (COTE, DOTE, NG participants', 
and NTs') and trainers' opinions about the current in- 
service programme and their expectations from an in- 
service programme (see Appendix B for interview 
questions). The subjects were invited to add anything 
that the interview questions did not cover. The
interview questions focused on what teachers/tutors find 
(a) least beneficial about the programmes, (b) most 
beneficial about the programmes, (c) what they think 
teachers' and tutors' roles are/should be, and (d) what 
they would like to see in an in-service programme (Items 
a and b above were not asked to NTs since they are not 
attending a programme at present.)
Questionnaires
Questionnaire One (Ql) and Questionnaire Two (Q2) 
differed very slightly in content and in format (see 
Appendix C for Ql and Q2). Ql, which was given to COTE,
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DOTE, and NG participants, was designed to investigate:
(a) the present practices in the in-service education 
programme at EMUEPS as regards the teacher training 
versus teacher development distinction, and
(b) subjects' (COTE, DOTE, NG participants') preferences 
among different possible practices in such a teacher 
education programme. This questionnaire had three 
sections (A, B and C) and a total of 23 items.
In section A there were four parts and 14 questions. 
Parts I, II and III had 11 multiple choice questions with 
three alternatives. Where applicable, each set of 
alternatives were provided in two separate columns. In 
column one, subjects checked one of the three 
alternatives (A, B, C) which best reflects their present 
in-service situation and they checked their preferences 
in column two. Part IV had five questions about peer
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observations. Questions 12a, 12b and 14b were yes/no 
questions. (Question 14 also required the subjects to 
qive reasons for their choice.) Question 13 aimed at 
finding out if certain observation instruments are used 
during peer observations and if both observers and/or 
observées find them useful. Descriptions of the 
observation instruments were given and the subjects were 
asked to put checks in the appropriate boxes under the 
columns provided. Question 14a asked the subjects to 
write down the names of the instruments (listed in 
question 13) which they wanted to learn about.
V
Section B described five activities (workshops, 
dialogue journals, audio/video recordings, diary studies, 
and discussions) used in teacher education programmes.
This section employed yes/no questions and aimed to find 
out the following: (a) whether these activities are used 
in the current in-service programme, (b) if so, whether 
they are useful, and (c) if they are not used, whether 
the subjects think they would be useful.
Section C employed four open-ended questions and 
asked (a) what subjects like and/or dislike about the 
current in-service programme at EMUEPS (b) what they 
would like to see in an in-service programme, and 
(c) other comments that they would like to make.
Q2 was designed to investigate the NTs' 
(Non-Trainees') preferences among different possible 
practices in a teacher education programme. Q2 did not
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ask about current in-service practices because subjects 
in this group are not attending any programmes at 
present. This questionnaire had a total of 22 questions. 
Q2 also had three sections as did Q1.
Section A also had four parts and Parts I , II, and 
III had exactly the same content as in Ql, but had only 
one column since this questionnaire only asked the 
subjects to choose their preferences among one of the 
three alternatives provided. Part IV had six questions 
(12, 13a, 13b, 14, 15a and 15b) about peer observations. 
Except for question 12 (which asked whether subjects 
participate in peer observations, which Ql did not), the 
rest of the questions in this part were the same as 
questions 12-14 in Ql.
Section B also had the same content and format as 
Ql, but only asked subjects' preferences about TD 
activities (workshops, dialogue journals, diary studies, 
audio/video recordings, and discussions).
Section C had two open-ended questions asking what 
subjects would like to see in an in-service programme and 
other comments subjects would like to make.
Observation Feedback Forms
The observation feedback forms which are given by 
the tutors to the COTE, DOTE, and NG participants after 
the tutor observations were also analyzed in terms of 
content and the approach tutors employ in feedback-giving 
procedures.
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Procedure
The first step in the procedure was interviews.
The interviews for this study took place during the 
period of April 10-15, 1995, at EMUEPS. All tutors 
(a total of six), three COTE, four DOTE, three NG 
participants and five NTs participated in the interviews 
(a total of 21 subjects). The subjects among COTE, DOTE, 
NG and NTs were randomly selected to represent each 
group.
The questionnaires were piloted at EMUEPS between 
May 22-27, 1995. A total of 13 people were selected by 
stratified random sampling to represent the NG, COTE,
DOTE participants and the Non-trainees (NTs). The 
questionnaires were piloted to check whether the format 
and the items of the questionnaires were clear to the 
subjects. The subjects were asked to write any questions 
or comments about the items they were not clear about on 
the questionnaires. After the piloting, the necessary 
alterations were made according to the feedback subjects 
gave, and the revised questionnaires were administered at 
EMUEPS during the period of June 13-21, 1995.
The first questionnaire (Ql) was distributed to a 
total of 36 subjects (NG, COTE, and DOTE participants) 
who were currently on an in-service programme. The 
second questionnaire (Q2) was distributed to the NTs 
(a total of 25 teachers).
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Analysis
The data collected through the questionnaires were 
analyzed with the aid of descriptive statistics. 
Frequencies (and total percentages) of the responses to 
items were calculated and the data were presented in 
written and tabular form. The comment sections of the 
questionnaires and the interviews were analyzed by 
coding, and the recurring themes were put into 
predetermined categories. The categories for open-ended 
questions were as follows: What teachers (a) like about 
the current programme, (b) dislike about the current 
programme (NG, COTE, DOTE teachers), and (c) would like 
to see in an in-service programme (NG, COTE, DOTE, NT 
teachers). The following categories were used for the 
analysis of teacher interviews: What teachers (a) find 
least beneficial, (b) find most beneficial, (c) think 
about roles of tutors and teachers, and (d) would like to 
see in an in-service programme (NTs responses were 
analyzed under categories c and d only). The tutor 
interviews were analyzed under the following headings:
(a) what the tutors consider as strengths of the 
programme, (b) what the tutors consider as weaknesses of 
the programme, and (c) what roles the tutors have in the 
programme. Tutors' feedback in observation feedback 
forms was analysed to strengthen the data collected about 
observations. The reseeircher analyzed these documents in 
terms of content and approach. The data collected
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through interviews, questionnaires and observation 
feedback forms were triangulated.
CHAPTER 4 DATA ANALYSIS 
Introduction
This study aimed to investigate the weaknesses and 
strengths of the current in-service programme at EMUEPS 
as regards: (a) teachers' preferences among TT and TD 
approaches and (b) inexperienced and experienced 
teachers' needs. The study employed three different 
types of data collection procedures: (a) interviews 
(conducted in English), (b) questionnaires, and (c) 
observation feedback form documents. Most of the data 
collected through questionnaires were analyzed
Vquantitatively and were presented in both frequencies and 
percentages (totals only). The open-ended questions in 
the last section of the questionnaires were analyzed 
qualitatively and recurring themes were put under 
pre-determined categories. The categories were formed to 
find out what teachers (a) like (b) dislike about the 
current in-service programme, and what they (c) would 
like to see in a future in-service programme. The 
interviews were taped and transcribed. Then, these were 
analyzed by organising recurring themes under 
pre-determined headings (actual interview questions were 
used to generate these headings) (see Appendix B for 
interview questions) and by reformulating them into 
descriptions of subjects' meanings. Some observation 
feedback forms given by tutors to the in-service 
participants at EMUEPS were also examined and compared
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with the data about observations which were collected 
through interviews and questionnaires. The data 
collected through interviews, questionnaires and 
observation feedback forms were also used for 
triangulation.
Interview Analysis
The interviews for this study took place during the 
period of April 10-15, 1995, at EMUEPS. Six tutors, 
three COTE, four DOTE, three NG participants and five NTs 
participated in the interviews.
The data collected through interviews were analyzed 
by focusing on the phenomena being investigated. Before 
the interviews were analyzed headings were formulated to 
categorise the data. The actual interview questions were 
used to generate these headings. Then, the themes which 
fell into these categories were coded and the subjects' 
meanings were formulated into descriptions. The 
categories/headings for teacher interviews are as 
follows: What teachers (a) find least beneficial,
(b) find most beneficial, (c) think about roles of tutors 
and teachers, and (d) would like to see in an in-service 
programme.
Responses of NTs', who are not currently attending 
the in-service programme at EMUEPS, were analyzed under 
the last two headings (c and d only) mentioned above.
The tutor interviews were analyzed under the 
following headings: What tutors (a) consider as
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strengths of the programme, (b) consider as weaknesses of 
the programme, and (J) what roles the tutors have in the 
programme.
Teacher Interviews
NG Participants
What teachers find least beneficial. The subjects 
stated that some of the innovative activities and 
technigues that they learn in the programme are rejected 
by their students.
What teachers find most beneficial. The teachers 
maintained that they find peer observations the most 
beneficial part of the programme. They stated that they 
learn new ideas from their colleagues and try them in 
their classes as well. They also said that microteaching 
help them improve their teaching skills because feedback 
they receive from their colleagues after microteaching 
practices is very beneficial.
What teachers think about roles of tutors and 
teachers. Teachers stated that their tutors have very 
friendly attitudes and create a very relaxed atmosphere. 
But they also stated that they sometimes feel that they 
are treated like students and expected to accept the 
tutors' opinions. They also maintained that they would 
like their ideas to be taken into consideration as well. 
One of the subjects said: "Some of the things that the 
tutors want us to use in class don't work, but I can't
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tell them because they believe that such activities are 
perfect things to do in class”.
What teachers would like to see in an in-service 
programme. All of the teachers stated that they want to 
learn things which directly answer their students' needs. 
They also said that they want a programme which 
encourages more cooperation among colleagues.
COTE Participants
What teachers find least beneficial. The teachers 
interviewed stated that some of the theory they learn 
during the course is a repetition of what they have 
learnt before. They also maintained that some of it 
cannot be applied in their classes.
What teachers find most beneficial. The teachers 
interviewed maintained that they find peer observations 
very beneficial because they learn a great deal from 
their colleagues when they observe them. They also 
stated that they find microteaching practices and tutor 
observations very useful.
What teachers think about roles of tutors and 
teachers. The teachers stated that their tutors are very 
friendly and they are always ready to help; however, they 
also maintained that in spite of their tutors' friendly 
attitudes, they feel that their tutors impose things on 
them. One of the subjects expressed her views as 
follows: "They are very kind and tell me what is good for 
me in a kind way. But I want to do it my way and find
what is good for me and for my students. They should 
give us the opportunity to find what is good for us."
What teachers would like to see in an in-service 
programme. The teachers interviewed asserted that they 
would like to see more discussions and sharing among 
colleagues in an in-service programme. All of the 
interviewees maintained that they prefer a programme 
which has a focus on classroom needs. They also stated 
that they want more negotiation with tutors on what to 
include to the programme.
DOTE Participants
What teachers find least beneficial. Four DOTE 
participants were interviewed for this study. Except for 
one participant, all said that they feel that the DOTE 
course they are attending is a very theoretical course. 
They said that more practical aspects have to be included 
so that they can relate theory with practice. Three of 
four subjects also said that most of the theory they have 
learnt cannot not be applied in their classroom 
situations. Only one participant said that there is a 
good balance of theory and practice, and theory helps him 
understand his classroom practices better. But he also 
admitted that there is also some terminology which they 
do not need.
What teachers find most beneficial. Teachers 
maintained that they find peer observations very 
beneficial because they have the opportunity to observe
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other colleagues teaching. They also stated that they 
feel more relaxed during peer observations because they 
themselves choose who to observe.
What teachers think about roles of tutors and 
teacher. All of the participants maintained that the 
tutors have very friendly attitudes and they try to 
create a relaxed atmosphere. However, they also admitted 
that they sometimes feel that they have to act according 
to the expectations of the tutors and adapt their tutors' 
ideas rather than exploiting their personal experience 
and ideas. Some also said that they feel that they 
cannot show their real performance during tutor 
observations because they are expected to adopt their 
lesson plans according to their tutors' ideas and use the 
activities that their tutors favour.
What teachers would like to see in an in-service 
programme. Teachers stated that they would like more 
discussions and cooperation in an in-service programme. 
They maintained that they need an in-service programme 
which has focus more on classroom-related problems and 
their students' needs.
Non-trainees (NTs)
What teachers would like to see in an in-service 
programme. The subjects stated that they would like to 
have workshops, seminars (where specialists are invited), 
and discussions in an in-service programme. They also 
revealed that they prefer an in-service programme which
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focuses not only on teachers but on students as well 
(e.g., how to handle students' problems, how to adapt 
teaching techniques according to students' background) 
Hhat teachers think about roles of tutors and 
teachers. The NTs stated that tutors and teachers should 
have the same amount of responsibility and work in 
cooperation at all levels of an in-service programme.
The subjects in this group asserted that teachers should 
be let free to discover what is good for them and for 
their students. Some suggested that teachers do research 
in their classes and discuss these with other colleagues.
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They also stated that they would like to see more 
cooperation among teachers. They said that teachers 
should be encouraged to exchange ideas and participate in 
group discussions. They also maintained that they do not 
want tutors to show them what is right and what is wrong.
Summary of Teacher Interviews 
Analysis of teacher interviews indicate that the 
main problem in the in-service programme is that teachers 
have little voice in decision-making. Moreover, source 
for the content is mainly theory which tutors bring into 
the in-service situation rather than teachers' 
classroom-related problems. Most of the teachers 
complained that their tutors decide what is good for 
them. The findings show that in spite of tutors' 
friendly attitudes teachers still consider tutors' 
attitudes directive and imposing. This indicates that
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the programmes mainly employ a TT approach which 
emphasise little contribution from teachers in decision 
making and investment.
Teachers also maintained that they would prefer an 
in-service programme where they contribute more by 
discussing classroom matters, sharing opinions with other 
colleagues, and deriving sources from classrooms. Almost 
all of the subjects asserted that they like peer 
observations and microteachings which they are actually 
involved in. This also indicates that teachers prefer 
activities which emphasise their involvement and 
contribution.
In sum, findings show that teachers reject aspects 
of TT in the current programmes and would like to see 
more TD in a future in-service programme.
Tutor Interviews
What tutors consider as strengths of the programme. 
The tutors stated that there is a good balance of theory 
and practice in the current in service programme. They 
also said that although the syllabi for the COTE and DOTE 
courses are formal, the courses are flexible. They 
stated that the courses are not compulsory and that the 
teachers are free to choose to attend these programmes. 
They maintained that the courses are mainly classroom- 
centred and they help teachers improve their classroom 
skills. They also said that although the COTE and DOTE 
programmes are international certificate programmes with
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formal syllabi, tutors try to balance what teachers need 
with the requirements of these programmes. They 
explained that the NG course is a course specially 
designed for the needs of the NG participants and has a 
main focus on teachers' problems.
What tutors consider as weaknesses of the programme. 
The tutors stated that deciding how much input the 
trainees require is the main weakness. They also claimed 
that the jump from COTE to DOTE is big because the DOTE 
course is a heavy course and teachers need time to get 
used to hardwork.
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What roles tutors have in the programme. The tutors 
said that they see themselves as guides and facilitators 
who are responsible for their trainees. They maintained 
that their major aim is to help teachers see their good 
points. They also stated that they can be a little too 
directive at the initial stages but that gradually they 
give teachers the freedom of discovering what is good for 
them.
Summary of Tutor Interviews
The findings show that tutors mainly see themselves 
responsible for decision making, although they described 
their roles as 'guides' and 'facilitators.' Data shows 
that tutors use their own intuition to decide on how much 
input is required and to balance theory and practice. 
However, the findings show that although they have
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The data also indicate that the worries of trainees 
and tutors are different. Tutors mainly look at the 
weaknesses of the programme from the perspective of 
in-service situation. For example, they said such things 
as ”the DOTE course is a heavy course," and "the jump 
from COTE to DOTE is quite big." In other words, they 
mainly mentioned the training difficulties rather than 
actual developmental needs of teachers. Teachers, on the 
other hand, look at weaknesses from a different 
perspective. What they perceive as weaknesses refer to 
their actual needs in such comments as "I want to learn 
how to adapt the techniques to fit my students' needs," 
and "Some of the things we practise cannot be applied."
Questionnaires
Questions 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, and 11 in 
Section A, were analyzed according to the following 
headings: (a) teachers' role in decision making (1, 3, 6, 
7, and 11), (b) teachers' contribution (2, 8, and 9),
(c) source for the content (4, 5, and 10) of the 
programme. The questions were categorised under these 
headings in order to be able to make a distinction 
between Teacher Training (TT) and Teacher Development 
(TD) and to see which point on the TT to TD continuum
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friendly attitudes and good will they are still the
authority in decision-making and shaping the programme as
in TT.
reflects the situation at EMUEPS best and which is 
preferred by the subjects.
The headings for these categories were based on the 
teacher investment continuum which Palmer (1993) 
suggested. Each category/heading was analyzed as regards 
who has the most investment; Tutors. tutors and 
teachers. or teachers themselves, in the current 
programme, and which one teachers prefer. The investment 
continuum Palmer suggested was adapted to explain TT and 
TD in relation to the roles of teachers and tutors in an 
in-service programme (see Table 7).
Table 7
Teacher Investment Continuum
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Tutor Tutor and Teacher Teacher
IT ID
Transmission Problem-solving Exploratory
Low High
investment investment
Note. Adapted from "Innovation and the Experienced 
Teacher" by C. Palmer, 1993, ELT Journal. 47. p. 168.
Palmer stated that teachers' investment is very low 
when the knowledge is transmitted by the tutors and when 
teachers are not involved in decision-making. He also 
noted that the transmission model (where knowledge is
transmitted by tutors) represents TT on the continuum.
When both teachers and tutors are involved in 
decision-making in an in-service programme this type of 
input style is called problem-solving. This is in the 
middle on the TT to TD continuum and means that tutors' 
contribution is equal to that of teachers'. At the far 
end of the continuum teachers take the responsibility of 
decision-making and they make discoveries in their 
classrooms to find out about classroom matters.
According to Palmer (1993) this is called the exploratory 
model. In such TD programmes tutors act as facilitators.
These eleven questions (1-11) in Section A mainly 
provided information about the role of the teacher in 
(a) input sessions, (b) tutor observations, and 
(c) microteaching. The responses to the questions which 
were given by NG, COTE, DOTE participants, and NTs (Non­
trainees) were analyzed separately and frequencies and 
percentages (totals only) were shown on tables.
The rest of the questions in Section A were about 
peer observations. For these questions frequencies and 
percentages were calculated and shown in the tables. 
Section B investigated whether certain activities which 
are found in various teacher education programmes are 
used at EMUEPS, (if they are used) whether they are 
considered to be useful by the subjects, and (if they are 
not used) whether the subjects think that they would be 
useful. In this section as well the data were analyzed
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by using frequencies and percentages. The open-ended 
questions in the last section were analyzed qualitatively 
and the recurring themes were put into categories.
Teachers^ Role in Decision-Making
The data collected from questions 1, 3, 6 , 7 and 11 
were categorised under the heading called teachers^ role 
in decision-making. Responses of NG, COTE, DOTE, 
participants and NTs were analyzed separately. The 
questions in this category were analyzed to find out who 
makes decisions on:
1. what to include in the input sessions. (Ql)
V 2. which methods/techniques are appropriate to use 
in class. (Q3)
3. what aspects of classroom behaviours to be 
observed. (Q6)
4. which procedures to include in a lesson plan.(Q7)
5. what to be practised during microteaching. (Qll) 
NS.. Earfelclp^nts
The findings indicate that NG participants feel that 
they have some investment during the in-service programme 
they are attending (see Table 8). The analyzed data show 
that the majority of the subjects in this group prefer to 
negotiate with the tutors in the decision-making 
procedures and to have more investment almost in all 
aspects of the programme.
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Table 8
Teachers" Role in Decision-Making (NG)
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Tutor
n = 11
Tutor-Teacher Teacher
Question Sit.
f
Pref. 
t
sit.
f
Pref. 
£
Sit. Pref. 
£ £
1) 4 0 6 10 1 1
3) 0 0 4 7 7 4
6) 7 0 1 9 3 2
7) 3 0 2 5 6 6
11) 6 0 5 10 0 1
Total 20(36%) 0(0%) 18(33%) 41(75%) 17(31%) 14(25%
Note. sit.= Current Situation at EMUEPS; Pref.= Teachers" 
Preferences.
COTE Participants
The analysis of data as shown in Table 9 indicate 
that the majority of the COTE participants prefer to 
negotiate with the tutors in decision-making and to have 
more investment in all aspects of decision-making 
procedures. Responses to question 1 and 6 show that the 
COTE participants strongly feel that teachers and tutors 
should negotiate on what to include in the input sessions 
and what to be observed in tutor observations. Findings
from questions 7, 11 (respectively) also indicate that 
the COTE participants want more negotiation between 
teachers and tutors on what to include in the lesson 
plan, and on what is to be practised in microteaching. 
Question 3 indicates that the COTE participants negotiate 
with the tutors on which techniques/methods are 
appropriate to use in their classrooms. The results show 
that this situation is the most favoured by the teachers. 
Table 9
Teachers^ Role in Decision-Making fCOTE)
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Tutor
Question Sit. Pref.
n = 8
Tutor-Teacher 
Sit. Pref.
Teacher 
Sit. Pref,
1 f f £ f £
1) 7 0 1 8 0 0
3) 1 0 4 5 3 3
6) 7 1 1 7 0 0
7) 3 1 2 5 3 2
11) 5 0 2 6 1 2
Total 23(57%) 2(5%) 10(25%) 31(77%) 7(18%) 7(18%)
Note. Sit.= Current Situation at EMUEPS; Pref.= Teachers'
Preferences.
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In general the results show that 57% of teachers 
feel that the decisions are taken by tutors. However, 
77% of the teachers prefer a situation in which both 
tutors and teachers are equally involved in 
decision-making procedures in all aspects of the 
programme.
DOTE Participants
Table 10 shows that the DOTE participants prefer to 
have more active roles in decision making than they have 
in the current programme.
Table 10
Teachers' Role in Decision-Making (DOTE)
Question
Tutor
Sit.
£
Pref. 
£
n = 17 
Tutor- 
Sit.
£
Teacher
Pref.
£
Teacher 
Sit. Pref. 
£ £
1) 13 0 3 14 1 3
3) 9 0 3 10 5 7
6) 12 0 5 16 0 1
7) 7 0 8 12 2 5
11) 9 0 7 13 1 4
Total 50(59%) 0(0%) 26(30%) 65(76%) 9(7%) 20(23%
Note. sit.= Current Situation at EMUEPS; Pref.= Teachers'
Preferences.
The data show that DOTE participants prefer to 
participate more in decision-making on what to include in 
the input sessions, which methods/techniques are 
appropriate to use in the class and what aspects of 
classroom behaviours to be observed during tutor 
observations (questions 1,3 and 6 respectively). Their 
responses to questions 7, 11 show that teachers would 
like to take part in the decision-making procedures on 
what to include in a lesson plan and what is to be 
practised in microteaching.
NTs (Non-trainees)
VThe findings clearly show that the NTs also prefer 
an in-service programme in which both teachers and tutors 
are involved in decision-making in all aspects of the 
programme and have equal investment (see Table 11).
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Table 11
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Teachers ' Role in Decision-Makina iNTs)
n = 25
Tutor Tutor-Teacher Teacher
Question Pref. Pref. Pref.
f f f
1) 4 21 0
3) 2 14 9
6) 2 18 6
7 ) 2
V
15 9
11) 0 18 7
Total 10(8%) 86(69%) 31(25%)
Note. Pref.= Teachers' Preferences.
Teachers' Contribution
Questions 2, 8 and 9 were categorised under 
teachers' contribution to investigate how much input the 
NG, COTE, DOTE, participants contribute to the programme 
and how much teacher contribution the in-service 
participants (NG, COTE, DOTE) and NTs would like to make 
in an in-service programme in terms of the who (should) 
contribute more in:
1. delivery of information in input sessions. (Q2)
2. analysis of the data collected during tutor
observations. (Q8)
3. comments on the data collected during tutor 
observations. (Q9)
NG Participants
Table 12 displays that 79% of the NG participants 
feel that tutors and teachers should have equal 
contribution to these aspects in the programme. 
Fifty-eight percent of the subjects in this group stated 
that in the current programme tutors and teachers have 
equal contribution. However, the data show that subjects 
prefer to make more contribution than they do at present. 
Table 12
Teachers^ Contribution to the Programme (NG)
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Question
Tutor
Sit.
t
Pref. 
f
n = 11 
Tutor- 
Sit.
£
Teacher
Pref.
£
Teacher 
Sit. Pref. 
£ £
2) 6 4 3 6 2 1
8) 2 0 8 11 1 0
9) 3 2 8 9 0 0
Total 11(33%) 6(18%) 19(58%) 26(79%) 3(9%) 1(3%)
Note. Sit.= Current XSituationat EMUEPS; Pref.= Teachers'
Preferences.
Cote Participant
Questions 2, 8, and 9 show that the COTE 
participants feel that they have some contribution to the 
delivery of information during input sessions, and they 
are also involved in analysing and commenting on the data 
collected during tutor observations (see Table 13). 
However, the results indicate that the subjects in this 
group feel that teachers should make more contribution. 
Seventy-one percent of the subjects would like tutors and 
teachers to make equal contribution to the programme in 
these areas.
V
Table 13
Teachers^ Contribution to the ProgrammefCOTE)
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Tutor
Question Sit. Pref. 
f
n = 8
Tutors·
Sit.
f
-Teacher
Pref.
f
Teacher 
Sit. Pref. 
f f
2) 3 2 4 5 1 1
8) 3 1 5 7 0 0
9) 4 2 3 5 1 1
Total 10(42%) 5(21%) 12(50%) 17(71%) 2(8%) 2(8%)
Note. Sit.= Current Situation at EMUEPS; Pref.= Teachers'
Preferences.
DOTE Participants
Table 14 shows that 88% percent of the DOTE 
participants prefer to work in cooperation with their 
tutors in the programme and have more contribution to the 
programme they are attending. The results show that 
teachers are not given the opportunity to contribute as 
much as they would prefer.
Table 14
Teachers" Contribution to the Programme fPOTE)
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Tutor
Question Sit. 
f
Pref. 
£
n = 17 
Tutor- 
Sit.
£
Teacher
Pref.
£
Teacher 
Sit. Pref. 
£ £
2) 13 3 4 14 0 0
8) 8 0 7 15 2 2
9) 8 0 8 16 1 1
Total 29(57%) 3(6%) 19(37%) 45(88%)1 3(6%) 3(6%)
Note. Sit.= Current Situation at EMUEPS; Pref.= Teachers" 
Preferences.
NTs fNon-Trainees)
NTs who are not attending any in-service programme 
at present also stated that they would like an in-service
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programme where both teachers and tutors make equal 
contribution to these aspects (see Table 15).
Table 15
Teachers^ Contribution to the Programme (NTs)
n = 25
Tutor Tutor-Teacher Teacher
Question Pref. Pref. Pref.
£ f £
2) 5 20 0
8) 2 23 0
9) 5 18 2
Total 12(16%) 61(81%) 2(3%)
Note. Pref.= Teachers' Preferences.
Main Source for the Content of the Programme
The questions 4, 5, and 10 in section A were 
categorised under the heading of main source for the 
content of the programme. The data collected from these 
questions were analyzed according to the responses given 
by the NG, COTE, DOTE participants, and NTs. The 
questions in this category were analyzed to find out what 
is/should be the main source for:
1. the theme of the input sessions. (Q4)
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2. the flow of information in an/the in-service 
programme. (Q5)
3. the microteaching practices. (QIO)
NG Participants
Table 16 indicates that the majority of NG 
participants prefer either classroom findings or 
teachers' classroom-related problems to be used as the 
content of the programme.
Table 16
Main Source for the Content of the Programme (NG)
In-
Tutors/ 
■service situ.
n = 11 
Teachers' 
Problems
Classroom
Findings
Question Sit.
£
Pref. 
£
Sit. Pref. 
£ £
Sit. Pref. 
£ £
4) 2 2 8 3 1 6
5) 5 1 3 4 3 6
10) 11 4 0 4 0 3
Total 18(55%) 7(21%) 11(33%) 11(33%) 4(12%) 15(46%)
Note. Sit.= Current Situation at EMUEPS; Pref.= Teachers'
Preferences.
Question 4 shows that in the NG course the teachers 
problems are taken into consideration and are used as a 
source in the input sessions. The responses to questions 
4 and 5 indicate that teachers are interested in 
exploring classroom matters. Question 11 indicates that 
teachers prefer microteaching practices which focus on 
their problems and their students' reaction to certain 
teaching techniques. The findings show that the 
microteaching practices in this programme focus more on 
practising specific teaching skills rather than on 
teachers' specific problems related their teaching 
experiences or students' reactions to these techniques, 
which the subjects favour more.
COTE Participants
The findings show that 50% of the COTE participants 
prefer an in-service programme which employs a theme 
focusing on teachers' problems related to their classroom 
experiences (see Table 17). The data show that at EMUEPS 
the main source of information for the content of the 
COTE programme is what the tutors bring into the 
in-service situation rather than teachers' problems 
related to their classroom practices and the needs of 
their students. The findings also indicate that teachers 
in this group do not prefer a one-way flow of information
(Tutor-- >teacher) but they also prefer to use their
classroom investigations as a source for the programme.
62
63
Table 17
Main Source for the Content of the Programme fCOTE)
In·
Tutors/ 
-service situ.
n = 8
Teachers
Problems
/ Classroom
Findings
Question Sit. Pref. 
i
Sit.
f
Pref.
f.
Sit.
f
Pref.
£
4) 8 0 0 6 0 2
5) 4 1 4
V
3 0 4
10) 8 2 0 3 0 3
Total 20(83%) 3(13%) 4(17%) 12(50%) 0(0%) 9(38%)
Note. Sit.= Current Situation at EMUEPS; Pref.= Teachers' 
Preferences.
DOTE Participants
Question 4 indicates that in the current DOTE 
programme the main theme in the input sessions is mainly 
providing information on EFL methodology without linking 
this knowledge with the teachers' problems related to 
their classroom practices and of their students' needs. 
The results indicate that the teachers prefer a programme 
which focuses on their problems and students' needs. 
However, the data also show that microteaching practices
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in this programme aim at investigating students' 
reactions to the techniques teachers exploit during 
microteaching sessions (see Table 18).
Table 18
Main Source for the Content of the Programme (DOTE)
In-
Tutors/ 
-service situ.
n =17
Teachers
Problems
/ Classroom
Findings
Question Sit.
£
Pref. 
£
Sit.
V
£
Pref.
£
Sit.
£
Pref.
£
4) 14 2 3 8 0 7
5) 8 2 4 1 5 14
10) 3 2 1 2 13 13
Total 25(49%) 6(12%) 8(16%) 11(21%) 18(35%) 34(67%)
Note. Sit.= Current Situation at EMUEPS; Pref.= Teachers' 
Preferences.
The data show that the NTs favour a programme which 
has a focus both on the problems of the teachers as 
regards their classroom experiences and a programme which 
derives its content from classroom matters by 
investigating needs of students (see Table 19).
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Table 19
Main Source for the Content of the Proarainine (NT)
Tutors/
In-service situ.
n = 25 
Teachers' 
Problems
Classroom
Findings
Question Pref. Pref. Pref.
f f f
4) 1 17 7
5) 1 9 15
10) 6 5 15
Total 8(10%) 31(41%) 37(49%)
Note. Pref.= Teachers' Preferences.
Summary of Data Collected from Questions 1-11
Subjects' overall responses to questions 1-11 are 
presented in percentages (see Tables 20, 21, and 22) to 
display an overview of current in-service practices and 
teachers' preferences at EMUEPS as regards TT to TD 
continuum.
Table 20 displays information about subjects' 
overall responses about decision-making in terms of (a) 
what to include in the input sessions, (b) which
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Table 19
MairL_SQurce for the Content of the Proararome fNTl
Tutors/
In-service situ.
n = 25 
Teachers' 
Problems
Classroom
Findings
Question Pref. Pref. Pref.
£ f f
4) 1 17 7
5) 1 9 15
10) 6 5 15
Total 8(10%) 31(41%) 37(49%)
Note. Pref.= Teachers' 
Summary of Data
Preferences. 
Collected from Questions 1-11
Subjects' overall responses to questions 1-11 are 
presented in percentages (see Tables 20, 21, and 22) to 
display an overview of current in-service practices and 
teachers' preferences at EMUEPS as regards TT to TD 
continuum.
Table 20 displays information about subjects' 
overall responses about decision-making in terms of (a) 
what to include in the input sessions, (b) which
inethods/techniques are appropriate to use in class,
(c) what aspects of classroom behaviours to be observed,
(d) which procedures to include in a lesson plan, and
(e) what to be practised during micro teaching. Findings 
show that 74 % of all participants prefer a programme 
where tutors and teachers negotiate in decision-making. 
Table 20
Teachers^ Overall Responses About Decision-Making
Decision-Making
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Tutor Tutor-Teacher Teacher
Sit . Pref. Sit. Pref. Sit. Pref.
% % % % % %
NG 36% 0% 33% 75% 31% 25%
COTE 57% 5% 25% 77% 18% 18%
DOTE 59% 0% 30% 76% 7% 23%
NTs NÂ 8% NA 69% NA 25%
M 51% 3% 30% 74% 19% 23%
Note. Sit.= Current Situation; Pref.= Preferences.
NG n = 11; COTE n = 8 ; DOTE n = 17; NTs n = 25.
Fifty-one percent of in-service participants' 
responses indicate that tutors make all decisions in the 
current programmes. This situation is preferred by only
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Results indicate that teachers' preferences do not 
differ in regard to their experience. NG participants 
who are the least experienced reported that they prefer 
to contribute to the decision-making procedures as much 
as the more experienced teachers in other groups. Data 
also show that NG group feel that they make more 
contribution to decision-making in the programme they are 
attending than the subjects in COTE and DOTE programmes.
Table 21 shows the subjects' overall responses about 
teachers' contribution to the programmes they are 
attending and their preferences among possible practices 
on the TT to TD continuum in terms of who should 
contribute more in (a) delivery of input sessions,
(b) analysis of the data collected during tutor 
observations, and (c) comments on the data collected 
during tutor observations.
3% of all subjects. Thirty percent of in-service
participants reported that in the current in-service
situation tutors and teachers have joint decision-making.
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Subjects^ Overall Responses About Teachers' Contributi
Teachers' Contribution
Table 21
Tutor Tutor--Teacher Teacher
Sit . Pref. Sit. Pref. Sit. Pref.
% % % % % %
NG 33% 18% 58% 79% 9% 3%
COTE 42% 21% 50% 72% 8% 8%
DOTE 57% 6% 37% 88% 6% 6%
NTs NA 16% NA 81% NA 3%
M 44% 15% 48% 80% 8% 5%
Note. Sit.== Current Situation; Pref.= Preferences.
NG n = 11; COTE n = 8; DOTE n = 17; NTs n = 25.
Eighty percent of all subjects reported that they 
preferred to make equal contribution as their tutors. 
Results indicate that subjects feel that they make some 
contribution to the programmes they are attending but it 
is not as much as they favour. Fifty-seven percent of 
DOTE participants, who are the most experienced among all 
in-service participants, feel they make no contribution 
to the programme. This group also demand the most
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negotiation between teachers and tutors and least 
investment from tutors.
Table 22 displays subjects overall responses about 
what is used as a main source for the content of the 
programmes and about teachers' preferences among various 
practices on TT to TD continuum in terms of what 
is/should be the main source for (a) the theme of the 
input sessions, (b) the flow of information in an/the 
in-service programme, and (c) the micro teaching 
practices. The overall responses to this set of 
questions show that majority of subjects prefer either 
their classroom-related problems or their classroom 
findings to be used as a source for the content of the 
programme rather than accepting the formal 
in-service situation their tutors create for them.
The findings also indicate that the NG and DOTE 
participants, who have experienced some classroom 
investigations, are the groups who favour an in-service 
situation which has a focus on classroom findings.
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Source for the Content
Table 22
Subjects^ Overall Responses About Source for the Content
Tutors/
In-service situ. 
Sit. Pref.
% %
Teachers' 
Problems 
Sit. Pref, 
% %
Classroom 
Findings 
Sit. pref. 
% %
NG 55% 21% 33% 33% 12% 46%
COTE 83% 13% 17% 50% 0% 38%
DOTE 49% 12% 16% 21% 35% 67%
NTs NÀ 10% NA 41% NA 49%
M 62% 14% 22% 36% 16% 50%
Note. Sit .= Current Situation; Pref.= Preferences.
NG n = 11; COTE n = 8; DOTE n = 17; NTs n = 25.
In sum. overall responses to the questions 1-11,
related to decision-making, contribution, and content, 
indicate that although the current in-service programmes 
employ some aspects of TD, teachers prefer to move a 
little further towards TD end of the continuum. The 
findings also display that groups who experience some TD 
practices in their programmes favour these more than TT 
practices. Teachers' general tendencies show that at
EMUEPS the most favoured type of teacher education 
approach is problem-solving which falls in the middle of 
TT to TD continuum. However, findings also indicate that 
teachers, especially the ones who have experienced some 
classroom investigations, are also interested in making 
discoveries in their classrooms which is closer to the 
farthest end of the continuum.
Peer Observations
Questions 12a, 12b, 13, 14a and 14b in questionnaire 
1 (given to the in-service participants) and questions 
12, 13a, 13b, 14, 15a and 15b in questionnaire 2 (given
V
to the non-trainees) were used to analyze the data about 
peer observations practices at EMUEPS. For the peer 
observations the responses of in-service participants 
(NG, COTE, DOTE) and Non-trainees (NTs) were analyzed 
separately.
In-Service Participants
The data which were collected from questions 12a and 
12b show that 88% of both COTE and DOTE participants use 
observation instruments when they observe others and when 
they are observed by their colleagues (see Table 23). 
Fifty-six percent of NG participants on the other hand 
stated that they do not use any observation instruments 
during peer observations.
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Table 23
During Peer Observations
n = 8 n = 17 n = 11
Use of observation COTE DOTE NG
instrument as an observer f (%) £ (%) £ (%)
Question 12a YES 7(88%) 15(88%) 6(56%)
NO 1(12%) 2(12%) 5(45%)
Use of observation
instrument as an observes
Question 12b YES 7(88%) 15(88%) 6(56%)
NO 1(12%) 2(12%) 5(45%)
Question 13 in questionnaire 1, aimed at finding out 
whether the subjects use certain observation instruments 
which are commonly used in teacher education programmes. 
The data show that the in-service participants at EMUEPS 
mainly use selective verbatim, anecdotal records and 
checklists as observation instruments and most of them 
find these instruments useful. None of the subjects use 
instruments other than the ones mentioned in the 
questionnaire for their peer observation practices. 
Question 14a also investigated whether the teachers would
like to learn more about the observation instruments 
mentioned in the questionnaire and the findings show that 
most of the subjects are interested in learning about 
these instruments. The responses to question 14b also 
show that the majority of the in-service participants 
would like to learn more about the other observation 
instruments, (see Appendix D for tables).
Non-Trainees
The subjects' responses to questions 12, 13a and 13b 
show that 60% Of NTs participate in peer observations.
The analyzed data indicate that almost all of the
V
subjects who participate in peer observations use 
instruments, and they are observed by colleagues who also 
use observation instruments (see Table 24).
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NTs Who Participate in Peer Observations and Use 
Observation Instruments
Table 24
Participation in 
peer observation
n = 25
£ (%)
Question 12 YES
NO
15 (60%) 
10 (25%)
Use of observation 
instrument as an observer
Question 13a YES
NO
14 (56%) 
1 (4%)
Use of observation 
instrument as an observer
Question 13b YES
NO
13 (52%) 
1 (4%)
Question 14 in questionnaire 2 investigated whether 
the NTs use the observation instruments mentioned in the 
questionnaire (same as Q13 in questionnaire 1). The 
findings show that the majority of the NTs mainly use
selective verbatim, anecdotal records and checklist as 
observation instruments. The findings from 
questions 15a and 15b show that NTs are interested in 
learning more about observation instruments (see Appendix 
D for tables).
Activities
Questions 15, 16, 17, 18, 19 in questionnaire 1, and 
questions 16, 17, 18, 19, 20 in Questionnaire 2 aimed at 
finding out whether certain activities (workshops, 
audio/video recordings, diary studies, dialogue journals, 
and discussions) mentioned in the questionnaires are used 
in the current in-service programme at EMUEPS and whether 
the teachers find these activities useful. These 
questions also aimed at finding out if the subjects would 
like to see these activities in their in-service 
programme (if they are not used).
In-service Participants (NG. COTE. DOTE.)
The findings show that almost all of the in-service 
participants are interested in seeing the activities 
mentioned in the questionnaires in their in-service 
programme. The subjects responses also indicate that 
they consider these activities to be useful in an in 
service programme (see Tables 25, 26, 27).
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Table 25
NG Participants^ Responses About Teacher Education
Activities
Question Used
n = 11
Useful Would be useful
yes no yes no yes no
1 5 ) 11 - 10 1 - -
1 6 ) 4 7 3 1 6 1
1 7 ) 8 3 6 2 3 -
1 8 ) 3 8 2 1 7 1
1 9 ) 10 1 10 1 — —
Note. 15= Workshops; 16= Dialog journals; 17= Audio/video
recordings; 18= Diary studies; 19= Discussions.
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Table 26
Activities.
n = 8
Question Used Useful Would be useful
yes no yes no yes no
15) 7 1 7 1 -
16) 3 5 3 3 2
17) 5 3 5 2 1
18) 3 5 2 1 4 1
19) 5 3 5 2 1
Note. 15= Workshops; 16= Dialog journals; 17= Audio/video
recordings; 18= Diary studies; 19= Discussions.
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Table 27
DOTE Participants^ Responses About Teacher Education
Activities
Question Used
n = 17 
Useful Would be useful
yes no yes no yes no
15) 15 2 15 - 2 -
16) 2 15 2 - 13 2
17) 1 16 1 -
V
13 3
18) 1 16 1 - 13 3
19) 8 10 6 2 10 —
Note. 15= Workshops; 16= Dialog journals; 17= Audio/video 
recordings; 18= Diary studies; 19= Discussions. 
Non-trainees
The analyzed data show that majority of the NTs 
consider the activities to be very useful in general and 
stated that they would like to see these activities in an 
in-service programme except for dialogue journals. 
Fourteen of the 25 participants reported that they feel 
that the dialogue journals would be useful in an in- 
service programme (see Table 28).
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Table 28
NTs Responses About Teacher Education Activities
Question
n = 25
Would be useful
16
17
18
19
20
yes
23 
14 
22 
16
24
no
2
11
3
9
1
Note. 16= workshops 17= dialog journals 18= Audio/video 
recordings 19= diary studies 20= discussions 
Cominent Section of the Questionnaires 
six NG, six COTE, ten DOTE participants and 11 NTs 
responded to the open-ended questions in the comment 
section of the questionnaires. The data collected from 
the last section of questionnaire were analyzed by coding 
and organising the recurring themes (at least four 
occurrences) under the following pre-determined headings; 
(a) like, (b) dislike, and (c) would like. In this 
section, the data were analyzed to investigate what the 
current in-service participants (NG, COTE, DOTE) like and 
dislike about their current programme, and what both
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in-service participants and non-trainees would like to 
see in an in-service programme (see Tables 29 and 30).
The data collected from each group (NG, COTE, DOTE 
and NTs) were analyzed separately. The results indicate 
that subjects favour practices which stress teacher 
contribution such as discussions and workshops through 
which teachers exchange and share ideas. Subjects also 
reported that they like microteaching practices and peer 
observations in which they are actively involved in. 
Almost all teachers who responded to the questions in 
this section reported that they do not like theory which
V
they find difficult to apply and ideas imposed by their 
tutors.
All subjects maintained that they want a programme 
which has a focus on classroom matters and teachers' and 
students' real needs. DOTE participants, who were 
introduced to classroom research during the course and 
NTs also suggested that classroom investigations be part 
of an in-service programme. Subjects in all four groups 
also addressed a need for shared decision-making, 
involvement of teachers at all levels of a programme, and 
a need for more cooperation among both tutors and 
colleagues. Subjects asserted that discussions, 
workshops, information on observation instruments and 
classroom research, all of which signal developmental 
needs, be used in an in-service programme.
Analysis of data in this section indicate mainly
developmental needs of teachers rather than training 
needs. The data displayed in tables 29 and 30 indicate 
that teachers want the developmental aspects of the 
current programme to be increased and the training 
aspects to be reduced. General tendencies of teachers 
show that they want a programme which employs both 
problem-solving (in the middle of the TT to TD continuum) 
and exploratory approach (the farthest end of TD on the 
continuum).
Table 29
Opinions of In-service Participants About the Current 
Programme and What They Would Like to See in an 
In-service Programme
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NG Participants n = 6
liKg dislike would like-discussions -being dependent -focus on class
-workshops on tutors -shared decision
-solving problems -feeling like a making
-friendly tutors student -more involvement
-confidence building
COTE Participants n = 6
like dislike would like
-informative -tutor-centred -more info on
-sharing ideas -theory observation
-microteaching instruments
-innovation -discussions
-focus on class
-teacher/tutor
participation
continued
DOTE Participants n = 10
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ljJ i£
-sharing ideas 
-friendly tutors 
-atmosphere 
-microteaching 
-discussions 
-peer observations
dislike-theory
-tutor-centred
WQMid -like -shared decision 
making 
-seminars 
-investigations 
-more discussions 
-workshops
Table 30
What NTs Would Like to See in an In-service Programme 
n = 11
wauid like- cooperation among colleagues
- focus on individual needs
- discussions
- focus on classroom needs
- gualified tutors
- focus on problems
- classroom research
- independence for teachers
Analysis of Observation Feedback Forms 
At EMUEPS, each in-service participant receives a 
written feedback form (see Appendix E) from the tutor 
after the tutor observation. Before the teachers receive 
these observation feedback forms they have a post 
observation session with their teachers where they 
discuss what have been observed. The three-part 
observation feedback forms given by tutors all have the 
same format. The first part has a heading called strong
points. This part of the feedback form only gives 
information to the teacher about what went well during 
the lesson referring to the activities/technigues and the 
classroom management skills which the teacher exploited 
while being observed. The second part deals with the 
weak points of the teacher and these weaknesses are 
discussed under the heading of points to consider. The 
last part is called overall and in this part the tutors 
express their general view of the lesson.
In the observation feedback forms the tutors use a 
very kind style and tend to put more emphasis on the 
strong points of the teachers. Although the style used 
is kind, it is obvious from their comments that the 
tutors judge the lessons according to their perception of 
what is a good lesson and a good model of teaching 
behaviours. For example, "I like how you got the class 
to do choral repetition. Could you use a gesture or 
something so the whole class participates?”, "It was an 
excellent idea to cut up the OHT for the quiz game part 
of the lesson", "The listening and writing tasks prepared 
the Ss well for the pair work activity, which they were 
able to complete with a few problems." Tutors also make 
suggestions for change when they consider a certain 
classroom behaviour as a weakness. Two examples 
extracted from the observation feedback forms illustrate 
this well: "If you think they missed something, maybe put 
it on the board instead of repeating it over and over
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again. 'If you want students to pay attention to each
other, you have to give them a listening task, for 
example, a couple of questions on the board for them to 
answer at the end of the demonstration.”
Conclusion
The data indicate that at EMUEPS the current in- 
service practices do not emphasise teacher involvement 
and contribution to the programme as much as the teachers 
in this institution favour. The findings also show that 
teachers seek to see more activities, and want some 
techniques/instruments to develop their teaching skills 
and discover more about their own teaching. The data 
collected through interviews, and questionnaires both 
show that teachers want to work more in cooperation with 
their tutors almost at all levels of a programme. The 
findings also show that the needs and desires of teachers 
do not differ significantly in regard to their 
experience.
CHAPTER 5 CONCLUSION
This study was conducted to investigate the current 
in-service programme at EMUEPS in regard to the 
preferences and expectations of the teachers who work in 
this institution. In this chapter a summary of findings 
and a conclusion are presented. Then a model for a TD 
programme is proposed considering the findings and the 
situation at EMUEPS, and in light of the principles which 
Nunan (1989) suggests as basic principles for reflective 
teaching. Some of the principles Nunan (1989) suggests 
which emphasise reflective teaching in an in-service 
programme are as follows: (a) experiential.
(b) problem-centred. (c) developmental. and 
(d) open-ended.
Summary of Findings
The summary of findings is presented by comparing 
current in-service programme practices with teachers' 
preferences and expectations in an in-service programme 
under the following headings:
1. Decision-making. (a) What to include in the
input sessions, (b) which methods/techniques are 
appropriate to use in class, (c) what aspects of 
classroom behaviours to be observed, (d) which procedures 
to include in a lesson plan, and (e) what to be practised 
during microteaching.
2. Contribution. Who contributes more in 
(a) delivery of information during input sessions.
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(b) analysis of the data collected during tutor 
observations, and (c) comments on the data collected 
during tutor observations.
3. Source for the content of the programme. What 
is/should be the main source for (a) the theme of the 
input sessions (i.e., theory transferred by tutors, 
teachers classroom-related problems, or classroom 
investigations), (b) flow of information in the 
in-service programme, and (c) microteaching practices.
Each category was analyzed by using the teacher 
investment continuum (Palmer, 1993), in order to see 
where current practices at EMUEPS fall on the TT to TD 
continuum (i.e., transmission, problem-solving, or 
exploratory) and which approach is favoured by subjects.
Dgg i S i bhrHiking
The subjects, who are attending NG, COTE, and DOTE 
programmes, and NTs, who are not currently participating 
in any in-service programme, largely reported that they 
favour a programme where tutors and teachers share 
equally in the decision-making procedures (problem­
solving). The overall percentages for all groups 
combined show that only 3% of the subjects prefer a 
programme where decisions are solely taken by tutors 
(transmission). Twenty-two percent of all subjects 
reported that they prefer teachers themselves to make 
decisions about the programme (exploratory), whereas 74% 
of the subjects reported that they prefer to share
equally. Almost all teachers (97%) reject tutors taking 
decisions about the programmes on their own. In other 
words almost all teachers reject the top-down approach 
which represents TT on the TT to TD continuum.
However, the overall findings obtained from the 
questionnaires indicate that 51% of teachers feel that 
the current programmes employ a transmission type of 
approach in which all decisions are taken by the tutors. 
Seventy-four percent of teachers reported that the 
greatest area of dissatisfaction is related to tutor 
observations. They maintained that tutors decide on what
V
aspects of a lesson to observe during tutor observations 
whereas this practice is favoured by only 4% of all 
subjects. Another major dissatisfaction in the programme 
concerned v;ho should decide what to include in the input 
sessions. Data show that 71% of all in-service 
participants feel that tutors alone decide what to 
include in these sessions whereas only 7% preferred this 
practice. Similar findings were also obtained from the 
qualitative data (open-ended questions and interviews) 
analyzed. These findings show that teachers feel that 
they need to participate more in the decision-making 
procedures. Most of the subjects reported that tutors 
decide what is good for them. They maintained that they 
want to discover what is good for them instead of tutors 
imposing limited ways of teaching and limited models of 
good teaching on them.
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CQntribUtlQn
The quantitative data show that 80% of all subjects 
(NG, COTE, DOTE participants and NTs) prefer a programme 
where tutors and teachers have equal contribution in 
terms of investment in various aspects of the programmes 
(i.e., delivery of information, and analysis of and 
comments on data collected during tutor observations). 
Forty-four percent of all current in-service participants 
reported that the programmes they are attending emphasise 
only tutor contribution. Data collected from both 
questionnaires and from tutor and teacher interviews show
V
that the NG course is the most flexible and 
practice-based of the three programmes, in which these 
teachers have more active roles during the input sessions 
than the teachers in both the COTE and DOTE courses, 
which have more formal syllabi. Among the three 
programmes, the DOTE is the most theory-based and the 
most formal course, where theory is transferred through 
formal lectures, and where teachers have less active 
roles. The range of formality of the three courses was 
noticeably reflected in the quantitative data. According 
to the results reported in the questionnaires, 57% of 
DOTE, 42% of COTE, and 33% of NG participants felt that 
the programmes they are attending are based solely on 
tutors' contributions. The qualitative data collected 
through open-ended questions and interviews also indicate 
that teachers want to make more contribution to all the
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programmes they are attending. They asserted that they 
want more discussions and activities which emphasise 
sharing among colleagues and active participation in the 
programmes. The data indicates that teachers want to 
have equal contribution in a programme to solve their 
classroom-related problems which represents the mid-point 
on the TT to TD continuum.
Source for the Content
The data indicate that 62% of in-service 
participants feel that current practices at EMUEPS employ 
a TT type of approach in which input only comes from 
tutors, and this practice is favoured by only 14% of all 
participants.
Results of quantitative data indicate that the most 
favoured source for the content is classroom findings. 
According to these results, 50% of all subjects favour a 
programme which focuses on classroom findings through 
which students' reactions to certain teaching techniques 
are investigated. This type of exploratory approach in 
the input represents the farthest end of the TT to TD 
continuum. The second most favoured source, which was 
reported by 36% of all subjects, is teachers' 
classroom-related problems (e.g., problems in 
implementing certain teaching techniques), which approach 
represents the mid-point on the continuum. Qualitative 
data collected through open-ended questions and 
interviews about in-service practices at EMUEPS also
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indicate that teachers want a programme which uses actual 
classrooms and teachers' classroom related problems as a 
main source for the content.
Conclusion
Analysis of data show that the current in-service 
programme at EMUEPS mainly employs a teacher training 
(TT) approach where most of the decisions are taken by 
tutors/trainers. The findings indicate that teachers 
have little investment in decision making, knowledge is 
mainly transmitted by tutors (contribution), and 
teachers' experiences, actual needs, and classrooms
Vmatters are used very little as sources of information 
(content).
The data collected from various groups of teachers 
(NG, COTE, DOTE participants, and NTs) also show that 
preferences of inexperienced and experienced teachers do 
not differ. The NG participants, who have little or no 
experience, favour almost the same type of input and want 
to contribute as much as the DOTE participants, who are 
more experienced.
In general teachers at EMUEPS like the activities 
(i.e., microteaching and observations) used in the 
programmes, but they want these activities to be used to 
solve their classroom-related problems.
Findings indicate that the major problem in the 
institution is not what is actually practised (i.e., 
microteaching and observations) in the in-service
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programme, but how certain teacher education activities 
are practised. For example, teachers indicated that they 
like microteaching practices and peer observations, but 
want improvement in the approach. The majority of the 
teachers considered the microteaching practices and peer 
observations very useful, but they reported that they 
prefer these practices to focus more on their perceived 
needs rather than needs perceived by tutors. Teachers 
also revealed that they want to be equipped with more 
instruments and activities (e.g., observation 
instruments, exploratory activities) which could help 
them discover more about their teaching, their 
classrooms, and their colleagues' teaching.
Overall, teachers indicated that they prefer 
programmes which employ a problem-centred model backed up 
with classroom findings. According to the data, teachers 
at EMUEPS want an in-service programme which employs both 
problem-solving and exploratory approaches (representing 
both the mid-point and the farthest end of the TT to TD 
continuum).
In the COTE and DOTE programmes, international 
certificate programmes with formal syllabi, teachers' 
performances in the programme are necessarily assessed by 
the tutors through classroom observations, assignments, 
and formal examinations. However, the COTE and DOTE 
programmes are essential because they provide teachers 
with international certificates and international
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academic qualifications, and whereas some aspects of 
these programmes cannot be changed, other aspects could 
be modified to respond to teachers preferences.
Recommendations for Change in The COTE/DOTE Courses
Without suggesting major changes in the course 
structure and the content of COTE and DOTE courses, the 
researcher recommends the following alterations in the 
approach and style:
1. The input sessions. More contribution from the 
participants should be included. For example, more 
discussions and workshops which can help the teachers
Vexplore their classroom-related problems in relation to 
the input they receive from tutors and more investigatory 
projects should be introduced to help the teachers link 
the theory they learn in these sessions to their 
classroom experiences.
2. Observations. Tutor observation should focus on 
weaknesses perceived by teachers not by tutors. Peer 
observations are currently favoured by teachers; however, 
this aspect could be improved by providing teachers with 
a system of observation and more observation instruments, 
which would allow teachers to gain more insights about 
both their own teaching and their colleagues' teaching.
3. Microteachina practices. In COTE, microteaching 
practices should employ an exploratory approach to test 
innovations and to find solutions to teachers' 
classroom-related problems as in DOTE course.
4. Teachers * role. Teachers should be allowed to 
have a more active role in these programmes by bringing 
in their classroom-related problems when the teachers 
think that these problems have relevance for the course 
content.
In order to meet the needs of those teachers who are 
not enrolled in these two programmes or in NG programme, 
a new structural organisation for teacher education is 
necessary.
Proposed Organisational Structure for Teacher Education
for EMUEPS
VThe findings indicate that at EMUEPS the current 
courses which are used as in-service courses cannot alone 
satisfy the needs of the teachers in this institution; 
moreover, they are short-term courses and do not provide 
the staff with an on-going in-service opportunity which 
allows teachers to continue their professional 
development. Therefore, the researcher recommends an 
additional on-going TD programme, which could respond to 
the needs of all teachers at EMUEPS specific to this 
institution (see Figure 1).
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Figure 1. Proposed organisational structure for Teacher 
Education for EMUEPS.
This new structure provides teachers with 
alternatives. According to this new structure teachers 
who would like to further their knowledge on methodology 
and gain more academic qualifications could attend COTE 
and/or DOTE courses, or they could take part in the on-’ 
going development programme designed specifically for the 
needs of the teachers in this institution.
Alternatively, they could join the on-going TD programme 
at the completion of either COTE or DOTE. The following 
model is proposed for this programme.
Proposed Model for an On-Going TD Programme for EMUEPS 
The principles of reflective teaching that Nunan 
(1989) suggests seem to respond to most of the perceived 
needs of the teachers at EMUEPS because these principles 
emphasise teacher investigation to identify and solve 
teachers' classroom-related problems as well as the 
on-going, developmental nature teacher education 
programmes should have. The researcher synthesised some
of the principles Nunan (1989) suggests to develop this 
model. The principles he proposes are as follows:
1. Experiential♦ The point here is that research 
and teaching should take their bearings from actual 
practice. Nunan (1989) explains as follows: "Language 
teaching has been particularly prone to the "guru" effect 
in which teaching principles are formulated from largely 
data-free notions of what should happen in the classroom, 
rather than the close examination of what actually does 
happen" (p. 102)
2. Problem-centred. Nunan (1989) suggests that 
both research and teaching focus on problems in real 
classrooms and learning environments, and research and 
teaching work towards identification and solution of 
problems.
3. Developmental. Nunan states that in-service 
programmes should recognise and cater to individual 
differences and needs of teachers because each individual 
might not have the same developmental pace.
4. Open-ended. He also recommends that programmes 
emphasise "lifelong" learning and "professional renewal."
The researcher considered the four principles of 
reflective teaching Nunan (1989) suggests and the input 
style, source for content, and the activities which 
teachers at EMUEPS favour in order to design a new model 
of an on-going teacher development programme for this 
institution. The model proposed is a reflective model
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which emphasises exploratory teaching (classroom 
investigations) to solve teachers' classroom-related 
problems (see Figure 2). The model proposed has a 
flexible approach which focuses on teachers' classroom 
related-problems as they appear.
Figure 2. Proposed model for an on-going TD programme for 
EMUEPS.
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This new model utilises some of the activities that 
teachers favour in their current programme and some new 
ones that they indicated that they want to see in a new 
programme. The model proposed has the following 
components :
1. Input sessions. These refer to the meetings the 
participants have on a regular weekly basis. Tutors and 
teachers come together in these sessions. The input 
sessions have the following sub-components:
a) discussions: Teachers bring the issues about 
their classroom matters to these discussions and
Vstate their problems, discuss solutions, and exchange 
ideas.
b) workshops: A workshop is considered to be "a 
kind of task-based group activity which involves the 
completion of a certain specified task" (Wallace, 1991, 
p. 47). In the workshops teachers identify problems they 
have in their classrooms and with the help of their 
tutors come to a consensus to how to approach to the 
problem and decide on what kind of research instrument is 
to be used to solve the problems.
c) microteaching: This refers to a kind of mini­
lesson in which teachers test innovations and teaching 
techniques which seem to create problems in their 
classrooms. Actual students are invited to participate 
to provide feedback.
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d) informal lectures: An informal lecture is 
understood to mean "that audience reaction during the 
lecture is welcomed" (Wallace, 1991, p. 45). In these 
lectures tutors or teachers talk about what they have 
discovered in their classrooms. Links with theory are 
sought in order to form a firm basis for classroom 
investigations to find solutions to the problems.
Certain observation and research instruments are 
introduced to teachers in these sessions.
2. Observations. These refer to a) tutor 
observations, which take place if help from an expert is 
requested by the in-service participant, and b) peer 
observations, in which colleagues observe each other to 
gain insights about each others teaching and exchange 
ideas.
Suggested Investigatory Activities 
The findings indicate that teachers are interested 
in some activities which can help them make discoveries 
in their classrooms. Therefore, the researcher suggests 
the following investigatory activities be used in the 
proposed teacher development model:
1. Critical incident analysis. This is a form of 
action research which is useful for novice teachers. The 
teacher records (audio/video,) a lesson and identifies a 
critical moment, and then closely investigates this 
moment to arrive at conclusions about what factors caused 
the incident to occur (Brinton, 1993).
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2. Dialog journals. These are research tools for 
the teachers to gain insights about their teaching which 
consist of written exchanges in which learners and their 
teachers interact about classroom matters (Brinton,
1993).
3. Diary studies. In this type of activity, 
teachers keep a personal diary over a period of time 
(e.g., one semester), and then analyze it to learn more 
about classroom teaching/learning.
Conclusion
This new on-going TD programme emphasises classroom 
investigations to solve teachers' classroom-related 
problems and reflective teaching in which teachers 
question their own teaching.
In this model, teachers' actual classroom practices 
and experiences are taken as the basis for the content of 
the programme. This model allows the teachers to closely 
examine classroom matters in order to identify their 
problems in real learning/teaching environment, and to 
find solutions to their classroom-related problems 
through classroom investigations. It also provides 
teachers with the opportunity of on-going development and 
professional renewal.
The researcher hopes that this new model will appeal 
to the needs of teachers at EMUEPS and help them gain 
more insights about their teaching so that they can be 
more effective teachers.
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APPENDIX A
Syllabi and Course Descriptions
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COTE/1 A
C ER TIF IC A TE FOR O V ER SEA S  TEA C H ER S OF ENGLISH
(designed for those whose first language is not English)
1. A IM S OF TH E SC H EM E
The aim of this Certificate is to provide early in-service training for teachers of English whose first 
language is not English.
2. TA RG ET POPULATION
This Certificate is intended for practising teachers whose first language is not English who are 
teaching English to either children or adults and who have begun their careers in this field 
relatively recently. The certificate is not available to overseas teachers studying in the United 
Kingdom.
3. ENTRY REQ U IR EM EN TS
Those admitted to courses should be practising teachers and normally have had at least 300 hours 
of relevant classroom experience. Their standard of English should be sufficient lo enable th-em to 
reach the standard required to complete the Language Development Assessment scheme of this 
Certificate (see below) equivalent approximately Cambridge First Certificate or CCSE Level 2.
Only those attending at least 80% of an approved course of study will be ccnsideied for the award 
of a Certificate.
C¿mdidates should be at least 18.years of age on entry to the course.
4. CO U RSE R EQ U IR EM EN TS
Establishments proposing to prepare students for thi«* ..imiination are required to submit details of 
their courses to the TEFL Unit, UCLES >ргоѵс! on form COTE/1 7. Schemes should be 
submitted as Iona ,^cyinning of the course as possible and it will normally be
... · — ■ -... lu bo leccived at least six months prior to the beginning of the course. The
suDmiSsion should contain a full description of the target population and the style of course 
envisaged which will take full account of local circumstances and needs. The submission must 
also provide full details of the qualifications and experience of the staff in the form of a curriculum 
vitae. When considering applications the Board will take into account the experience of the course 
team as a whole and it is expected that those teaching on courses will have appropriate teaching 
and training experience comparable with those required for the DOTE scheme.
In order to provide the form of training envisaged it is expected that courses will normally take a 
minimum of 150 hours to cover the Methodology and Language Development components. An 
additional minimum of 4 hours supervised teaching done with candidates' own classes of which at 
least three must be with classes of a size which Is considered normal in local conditions, will be 
required and a further minimum of 6 hours of directed observation of live classes - not video 
recordings, though such recordings may of course be used In addition.
Where the standard of English candidates is lower than that normally required for entry, UCLES 
may exceptionally approve a course which includes a substantially greater amount of time which is 
devoted to Language Development.
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Courses may be organised on a full-time or part-time basis in intensive blocks or distributed 
sessions, as is appropriate, partly outside the country where the centre is located, e.g. in the United 
Kingdom, if necessary, - with the approval of the TEFL Unit, UCLES.
Centres are required to ensure that classes for practical teaching work are adequate and 
appropriate.
Re-approval for courses must be sought annually at least six months in advance.
Courses may be run at any time during the year.
SYLLABUS
5.1 Language Development
The main aim of this component will be to improve the participants' ability to use English for 
classroom purposes.
Participants will be helped to improve their ability to:
(i) read aloud with meaning and effect
(ii) give oral and written instructions for games, activities and exercises
(iii) ask oral and written questions
(iv) use English to organise class activities (e.g. descriptions, commands, suggestions)
(v) make up and tell stories for classroom purposes
(vi) give simple oral explanations as and when appropriate
(vii) encourage and support learners in their attempt to learn and use English with a variety 
of appropriate expressions, e.g. by the use of prompts, accepting/encouraging phrases
(viii) select, adapt and write texts, dialogues, exercises etc for learning and for assessment 
purposes
(ix) stimulate and participate in informal conversation with learners
(x) write assessments in English of the strengths and weaknesses of their learners 
In addition they vv:!l b- .'.c:pcu to ;;r.prc'vC their ability to:
(i) read efficiently
(ii) communicate in language which is situationally appropriate
(iii) produce speech with a pronunciation which is internationally intelligible
(iv) use intonation, stress and rhythm to achieve intelligibility and effect
(v) Monitor learners oral/written use of English
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Readijig
Candidates wil be expected to be able to:
(a) use 3ppropriatcly searching, scanning and studying strategies for dealing with 
texts.
(NB Search: for something specific in the text. Scan: to find out something 
about the text. Study: to do something with the text.)
(b) read and deal appropriately with a range of texts from current written 
English — for example: forms, advertisements, timetables, instructions, rhaps/ 
plans, reference material.
Writing
Candidates will be expected to be able to:
write a range of texts of the kind that teachers or students might need to write with 
accuracy in grammar, spelling and punctuation and with regard to appropriate 
style -  for example:
(a) letters and postcards 
fb) instructions and notices
(c) questions for reading comprehension exercises
(d) written test items, including rubrics
(e) dialogues
(f) short pieces of narrative, description (of persons and places), argument and 
explanation
(g) simplified passages to suit students' level
(h) summaries, eg notes taken from a text, discussion or meeting and reproducing 
them briefly in continuous writing
(i) other classroom materials, including role-cards, situation descriptions, projects 
etc.
5.2 Methodology
The methodology component seeks to improve teachers' range and command of 
appropriate teaching techniques and to increase their awareness of the learners' needs 
and of strategies to meet these.
Candidates will be expected to be able to discuss, with appropriate examples and with 
reference to their background reading and their own teaching experience, problems 
and principles in the following topic areas:
The Nature o f Language including:
(a) the psychology of language
(b) the social function of language
(c) language variety
(d) the place of language in educational development 
Language Learning including:
showing an understanding of the major theories of language learning and 
acquisition and their implication for the classroom situations within the candidates' 
experience.
Teaching Approaches and Methods including:
(a) comparing and contrasting these (eg grammar-translation, audio-lingual, 
communicative) and
(b) showing their relevance to particular classroom situations.
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Structure of iiicludin^:
showing an understanding of, and an ability to present the main features and their 
interpretation in English in the areas of discourse, grammar, vocabulary, pronunci­
ation, meaning and use.
Language Skills including:
showing an understanding of the skills underlying listening, speaking, reading and 
writing and their relative importance in particular educational environments.
Course Objectives including:
particular reference to learners' needs and the selection and grading of materials to 
achieve specified language targets.
Helping Learners including:
(a) recognising and understanding patterns of form and usage.
(b) helping themselves and others to learn through participation in language 
practice and use.
(c) retaining what is learned.
(d) developing insights and strategies that will aid further learning.
Error Analysis, including:
showing an understanding of the reasons for student errors and their influence on 
teaching.
Classroom Materials including:
rcfcrLi;^.· .! osing, cons:;·:.. :ing and expLcniig i:;a · .·. ! d.> aiiJ aid.; available 
the teacher such as texts, visuals and recordings.
T:<ti*ig includingv
showing an understanding of the purpose of testing and assessment and the 
relevance to teaching and learning.
Lesson Planning including;
reference to objectives, content, procedures and evaluatiiMv 
6. Mode of Assessment
6.1 The assessment is in four parts:
(i) M ethodology
The Methodology assessment is in two parts: (a) the Exam Paper and (b) Course 
Work. Each part represents 30% of the final Metho-dology assessment.
The Methodology Paper will consist of one three hour question paper, dealing 
with topics related to the course and responding to the objectives of the present 
syllabus.
Section A: Three questions to be answered from a choice of four.
Section B: Four questions to be answered from a choice of five/six.
The questions in Section A will be essentially discursive. The questions in 
Section B are designed to test the teachers' speed of response to brief situations.
The use of a standard monolingual or bilingual dicticMiary for this section only 
of the examination is permitted.
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ixinuplcs of Proiccls
I Oioosc «3 pcirticulcir clciss or l(.'vcl in your school ov institutioi3 ¿ind:
(a) prepare a set of readinc, materials suitable for the learners in the class;
(b) devise a set of problem-solving tasks based on these materials;
(c) evaluate the effectiveness of your tasks from (i) vour point of view, and
lU., , f ; ...
Write a report of around 4,000 words describing your work, exemplifying it 
in action and evaluating its effectiveness in practice. Comment on any 
modifications you felt it necessary to make to your problem-solving task 
design.
2. Choose a particular class or level in your school or institution and:
(a) design an activity in which the learners have to produce a piece of 
written work;
(b) mark the written work of a number of learners, and identify those areas 
where a majority appear to have weaknesses;
(c) devise and administer a set of remedial exercises/activities in the light 
of your findings.
Write a report of around 4,000 words describing your work, exemplifying it 
in action and showing the justifications for the choice of areas for remedial 
practice, and the types of exercise/activity devised. Evaluate the effectiveness 
of your remedial materials.
3. Choose a particular class or level in your school or institution and:
(a)
(b)
(c^
select or prepare a set of materials to accompany your learners' class 
textbook, to help them develop their listening skills; 
use these materials with vour class;
e\'aluate your 
materials.
learners' responses and the ehectix ene^s o:fth /G U I
Write a report of around 4,000 words describing your work, exemplifying it 
in action and evaluating its effectiveness. Comment on any difficulties your 
learners had and offer suggestions for helping them overcome these 
problems.
(iv) Practical Test
(a) Candidates' Teaching Ability -  their capacity to demonstrate the behav­
iours set out in the Methodology component should be assessed through­
out the course. Three assessments at each of two different levels/ages for 
each candidate (ie a total of 6 assessments) are required to be submitted by 
course tutors on assessment forms provided by the Syndicate, together 
with an overall assessment by the centre. These will be moderated by the 
local external moderator (who will also moderate written work) and must 
then be forwarded to the Syndicate for consideration by the Chief 
Moderator.
(b) Candidates should demonstrate an ability to handle a good range of 
relevant techniques.
(c) The Practical Test not only evaluates candidates' abilities in methodology 
but also includes an element which assesses candidates' language abilities.
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A S S E S S M E N T  SCH EM E
Assessment will be carried out by course tutors and moderated by a Moderator appointed by the 
Board. It Is hoped that centres will be able to nominate a person locally who can be approved by 
the Board. If no local appointee is available, centres must be prepared to accept the cost of an 
appointment made by UCLES.
There will be three major areas of assessment; A. Language Development; B. Methodology; C. 
Practical Teaching.
A . Language Development (see also COTE/19)
Continuous assessment will be used to determine the effectiveness of each candidate's use of 
English. The candidates will be assessed for each of the following assignments:
(i) reading a story or other text to a class
(ii) writing a set of instructions and an exercise for a learning or testing activity
(iii) organising and monitoring a classroom activity
(iv) writing a narrative, descriptive or argumentative text for classroom use
(v) marking a set of learners' written work
(vi) using a book, an extract or article on TEFL to help plan the content and/or method(s) of 
a specific part of the teaching programme.
N.B.
The specific tasks will be set and marked by course tutors and moderated by the external 
moderator.
Many of the skills developed in the Language Development component will be best tested in the 
Practical Teaching component of the course (e.g. intelligibility, appropriacy of language, skill in 
asking questions, ability to stimulate^conversations), so that course tutors/moderators will need 
only to isolate the relevant skill in the midst of normal classroom activity in order to assess it.
B. Methodology (see also COTE/10)
Candidates will be assessed by means of five assignments one of which will be a formal two hour 
seen written paper set and marked by the course tutor towards the end of the course. The 
remaining four assignments will be set by the Syndicate and may be done at any time during the 
period of the course. They will be moderated by the Moderator after having been marked by the 
course tutor. One of these assignments will focus especially on some aspects of the teacher's 
language awareness.
All assignments will be assessed on a five point scale (A to E). The grades are described in COTE/ 
11; Notes for the Guidance of Assessors and Moderators. Assignments graded A should be of 
outstanding merit. Assignments graded E are unsatisfactory. Failure to hand in an assignment 
automatically earns a grade E. Candidates must obtain an overall assessment of Grade C in order to 
pass this component, with at least a grade D on each individual assignment. All assignments must 
be submitted. A candidate may re-submit, not more than twice, any assignment which is graded E.
Normally all assignments should be completed by the end of the course. No assignments may be 
accepted for consideration more than six months after the end of any course and then only in the 
most exceptional circumstances.
C. Practical Teaching
Candidates' capacity to demonstrate the behaviours and knowledge set out in the syllabus for 
Methodology will be assessed on four separate occasions by the Course Tutor. On one of these 
occasions -  preferably toward the end of the course -  the Course Tutor may be accompanied by 
the moderator. The assessments must be reported on Form COTE/3 and the lesson plan for each 
lesson must be attached to this form; a summary of the four assessments with comment by Course 
Tutor and Moderator should be made on the form provided by the Exceptions Unit, UCLES and 
forwarded to UCLES for scrutiny by the Chief Moderator.
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Candidates should demonstrate an ability to handle a range oi techniques.
It will be noted that the Practical Test not only evaluates candidates' abilities in Methodology but 
also Includes an element which focuses specifically on their tanguage abilities -  quite apart from 
any assessment which relates to the Language Development component.
The assessment must take local teaching conditions into account.
Practical Teaching will also be assessed on a five point scale (A to E). The grades are described in 
COTE/11 : Notes for the Guidance of Assessors and Moderators. A candidate graded A will show 
outstanding skill as a teacher at this stage in his or her career. A candidate graded E ought not to be 
a member of the profession. Candidates must obtain a final grade of Grade C or above In order to 
pass this component.
Candidates must pass in all three areas of assessment in order to gain a certificate. Candidates who 
fail in one area may be referred in that area and at the discretion of the TEFL Unit, UCLES, may be 
permitted to resit that component only on’one future occasion provided appropriate arrangements 
can be made by the centre, the course tutor and moderator.
Moderation
To ensure that suitable standards of training and assessment of practical and theoretical work are 
being maintained, the Moderator will assess, with the Course Tutor, approximately 15% of all 
candidates teaching, or not less than 5 candidates, whichever is the larger number. She/he will 
look at all written work, and will be required to attend at least two Input sessions/seminars/ 
workshops taking place during his or her visit to the course. Moderation should ideally take place 
towards the end of the course.
Detailed guidelines of the conduct of courses and assessment are given in COTE/11: Notes for the 
Guidance of Assessors and Moderators.
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DIPLOMA FOR OVERSEAS TEACHERS OF ENGLISH (DOTE) 
(designed for those whose native language is not English)
1. The Aims of DOTE
The Aim of the Diploma is to encourage and develop the provision of in-service 
training in English Language Teaching for those teachers overseas whose native 
language is not English.
2. Target Population
Teachers of English with some experience and for whom English is not a first 
language. The Diploma is not available to teachers studying full time in the United 
Kingdom.
3. Entry Requirements
Those admitted to courses should be practising teachers and normally have had at 
least 500 hours of relevant classroom experience. Their standard of English at entry 
should be at least to the standard required to pass Cambridge First Certificate, CEELT 
Level I, or CCSE Level 2. Only those following approved courses of study (see 
paragraph 4) will be permitted to enter for the examination and approved centres will 
have discretion to decide whether or not to allow their students to enter.
Candidates for the examination should be at least 21 years of age by the date of the 
examination.
4. Course requirements
4.1 Approval
Establishments proposing to prepare students for this examination are required to 
submit details of their courses to the Syndicate tor approval on form D OTE/IS. 
Applications should be submitted as long in advance of the beginning of the course as 
possible and it will normally be necessary for them to be received at least six months 
prior to the beginning of the course.
The submission should contain a full description of the target population and the style 
of course envisaged, which.will take full account of local circumstances and needs. The 
submission must also provide full details of the qualifications and experience of the 
staff in the form of curriculum vitae. When considering applications the Syndicate will 
take into account the experience of the course team as a whole. At least one member of 
staff must have had teaching experience in the field of TESOL. It would also be 
advantageous if one member also had experience of DOTE or another RSA/ 
Cambridge course.
4.2 Rcapproval
Reapproval of a course should also be sought six months in advance whenever there is 
a fresh intake of candidates.
4.3 Course Length
The Syndicate would expect that part-time courses would normally run over a period 
of two years with regular class meetings, although more intensive courses would be
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considered. Courses where candidates have only the minimum standard of English (see 
paragraph 3) should take at least 300 hours (excluding time for teaching practice, 
classroom observation and private study). Where the level of English is higher, the 
number of hours might be reduced, subject to Syndicate approval.
Courses may, with the approval of the Syndicate, partly take place outside the country 
where the centre is located.
5. Syllabus
The Syllabus contains two components: language and methodology. It should be 
borne in mind, however, that these components are assessed over four areas: 
methodology, language, project, practical test.
5.1 Language
The main aim of the language component is to improve candidates' personal command 
of spoken and written English. Attention will be paid additionally to 1. providing 
candidates with the ability to use English appropriate to the classroom and 2. 
enhancing their knowledge of the linguistic systems of English. Specifically candidates 
will be expected to display the following language skills in the following areas:
Morphology and Syntax of current English 
Candidates will be expected to be able to:
display knowledge of and control of the basic morphological and syntactic 
,.»...,,^ 1.,, ,^,  ^ of everyday current standard English.
Vocabulary
Candidates will be expected to be able to:
demonstrate mastery of the level of English vocabulary necessary for success at the 
Cambridge Proficiency, CEELT Level 11 or CCSE Level 4.
Listening and Speaking
Candidates will be expected to be able to;
(a)
(b)
(c)
(d)
(e)
(0
(g)
(h)
produce speech employing a pronunciation comprehensible to a native 
speaker;
comprehend and produce meaningful stress, rhythm and intonation patterns; 
incorporate liaison, assimilation and contracted forms into speech production; 
read aloud with meaning and effect texts for comprehension, including stories, 
instructions and dialogues;'
comprehend native English speech, prepared and spontaneous, including a
range of voices and the major accents of English; ask and answer questions on
what has been heard and summarise orally;
participate in and stimulate conversation;
incorporate appropriate courtesies into speech production;
produce the spoken form of English needed for classroom activities -  for
example, question forms, commands, instructions, suggestions, advice, simple
explanations, the presentation of vocabulary and the introduction of texts.
5.2 Methodology
The syllabus aims to ensure a balance on courses between the deniar ds of practical necessiw jnd understanding of the theoretical background necessary for those
'^v?rtnaL°alMtPm'^^'riIteaching English as a foreign language. 1 n relationship between Vnowledge' and •skill' in teaching is a complex one. It is expected that 
^Virtually all items of knowledge might manifest themselves in th skills' indicated below
'knowledge'
Candidates should demonstrate a familiarity with and
understanding of:
Language as a system in regard to
Phonology — the relationship between sounds and spellings
the place in classroom English of rhythm, speed of ut f ance, 
and the most frequently recurring intonation patterns.
Grammar - the relationship between form, meaning and function, ho
simplest patterns of the noun group, verb group and clause, as 
set out In any standard modern reference grammar of 
contemporary English.
Vocabulary - in a number of different styles/varieties as labelled in
contemporary dictionaries e.g. formal/informal, colloquial·' 
written, regional (e.g. BrE, AmE, NZE, etc.) obsolete, technical, 
etc; synonymy/antonymy, superordinate/subordinate 
relationships; the nature of lexical sets, etc.
Discourse - involving one or more than one participant; relating to some cf 
the more elementary patterns of the structure of discourse e.u. 
in terms of chronological, or logical, or spatial organisation, 
(narrative, argument, descriptive).
Language as Communication in regard to:
the significance of the different media, speech/writing and 
modes of transmission reception/production.
the nature of the commonest speech acts likely to occur in 
classroom English; Commands, Questions, Answers, Apologies, 
Contradictions, etc;
the purposes for which language may be used, e.g. foi seeking 
or imparting information.
'Skill'
Candidares should demonstrate an ability to:
apply foimal knowledge of English to Identify error and facilitate learning.
adapt and carry out listening, speaking, reading and writing activities and 
various integrated sequences or patterns of them.
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Course Work
C anJ iJ j l es  arc requireJ lo com['»lclc a mininuim of 10 inlcrnally sol and »isscsscd 
Mcthodolo^;y assi^nmcnli.
(ii)
(iii)
Language Lxam
The Language exam consists ot 4 sections; Section A: Aural Comprehension,
C- ITrv,,.· r ' n .P. n
Section A, the aural comprehension test, is ot approximately 40 minutes. I wo 
taped passages of spoken English will be provided by the Syndicate. Candidates 
will be required to answer, in writing, comprehension questions c^ n the 
passages. This part of the examination may be taken at any time during the 
week of the written examination.
NB Unless centres request otherwise, the aural comprehension will be provided 
on cassette, rather than reel to reel.
A written paper ot iT  hours which contains sections B, C and D is held on a 
fixed datf' ii'* l-he early part of lune raeh year.
Project
The aim ot the project component is to test candidates' ability to relate their 
theoretical knowledge of language and language teaching to the context in 
which they are teaching and to apply it to the production of materials relevant 
to a specific learning situation.
At the beginning of the course candidates will be required to select one project 
from a choice of I lu ce prepared by the Syndicate or from others prcpaicd In· tin· 
course tutor.
A project may, for example, require candidates to:
I'a) anaiys<' a specified learning situat:**^n
(b) research information, theories anc ideas relevant to that situation 
(c.) produce new materials that could ne effectively used in the situation 
Projects may, loi example, be of the fodowing types;
(a) Case Studies of individual learners or groups of learners which involve 
analysis, diagnosis and attempted remediation of a problem.
(b) Production of new learning materials to cater for specified classroom 
needs.
(c) Proposals for curriculum development relevant to a specific learning 
situation.
(d) Course design for specific classroom situations.
Candidates will work on their projects throughout the course and on com­
pletion will be required to write a report of around 4000 words describing the
projt'ct, Tbf' »epi'irt will be marked by the course tutor initially and moderated 
by the Syndicate.
A set of Guidelines for Project Work is published separately and submitted to 
course tutors.
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(d) 1 lu' iissossnu'nls sluHild l.iko inl(') jccounl local Icjchinc; conditions
ic
(0
1 he lesson note's tor each lesseMi prepared by candidates are to he 
submitted [o die S\'iidicate with the as: essment torms.
A proportion ot assessments will be made jointly with the local external 
moderator.
7.
External Moderation
To  ensure that suitable standards of training and assessment of practical work 
arc being maintained, a local external moderator appointed by the Syndicate 
will with the course tutor, assess approximately 15% of candidates' teaching. 
The moderator will also look at all the written work of roughly \5% of 
candidates and the projects of all candidates. He/she will be required, in 
addition, to attend some of the input sessions taking place during the visit.
At the time of application centres are invited to nominate a suitable person to 
act as moderatt'»r. Howex'er. in exceptional circumstances the S;.’ndicate rc<i'r\-c  ^
the right to send a moderator from the UK. The Syndicate will pay the usual 
fees and subsistence allowance but cannot pay the cost of travel. However, it is 
prepared to pay a portion of the fare.
Certification
Candidates must pass in all four sections to quality tor the award of the Diploma. 
Success at Level II of CEELT exempts a candidate from the language papers of DOTE. 
A Diploma 'with Distinction' will be awarded to a candidate whose work reaches 
distinction level in all four sections of the examination. A candidate who has gained a 
Distinction in one or more sections ot the examination and has gained a Pass in the' 
order sections will have the L?)iploma endorsed to this effect.
.C candioate who fails in one ot the tour sections ot the examination scheme may, at 
r.nc discretion of the Syndicate, be referred in that section only and be allow('d to 
'■ -.:ake it t!ic !ol!> iw;;u; \’eai.
S. DOTE Print Materials
Tne following can be obtained from UCLES.
Detailed guidelines on the conduct of courses and assessment (for tiie use ol 
course tutors and moderators) (available from TEFL Unit, UCLES)
I  Annual general reports on the exams (available from TEFL Unit, UCLES)
3. Copies of past exam papers and listening exam cassettes (available fromi ir[ rq')
Guidelines and Regulations for Course Tutors and Moderators (available from 
TEFL Unit, UCLES)
Appendix B 
Interview Questions
116
Interviews with in-service participants
1. What do you find most beneficial in your current 
in-service programme?
2. What do you find least beneficial in your current 
in-service programme?
3. Would you like some changes in your in-service 
programme?
4. What do you think the roles of teachers are/should be 
in the/a programme?
5. What do you think the roles of tutors are/should be in 
the/a programme?
6. Is there anything you would like to add?
Interviews with the non-trainees
1. What do you expect from an in-service programme?
2. What do you think the roles of teachers should be in 
an in-service programme?
5. What do you think the roles of tutors should be in an 
in-service programme?
6. Is there anything you would like to add?
Interviews with the tutors
1. What do you think are the strengths of the course(s) 
you are involved in?
2. What do you think are the weaknesses of the course(s) 
you are involved in?
3. Do you feel a need for any improvement in the current 
programmes? Can you make any suggestions?
4. What is your role as a trainer?
APPENDIX C 
Questionnaires
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QUESTIONNAIRE 1
Dear Colleague,
This questionnaire is designed to investigate;
1) the present practices in the in-service teacher 
education programme at EMUEPS, and 2) your preferences 
among different possible practices in such a teacher 
education programme. This information will be used to 
suggest a model of a teacher education programme for 
EMUEPS which can best answer the needs of the teachers in 
this institution. Therefore, your co-operation would be 
much appreciated. Please, answer honestly. Your 
identity will remain confidential.
Number of years of experience 
in teaching ELT you have had
in general :................
Starting date of employment at EMUEPS
ELT in-service course you are 
attending at present
ELT in-service courses you have 
attended (please list all)
Thank you.
Zehra Ergudenler
SECTION A: 118
Instructions;
For Parts I, II, and III please do the following: 1) Circle 
the letter A, B, or C in Column 1 which best describes your 
current in-service situation at EMUEPS and 2) Circle A, B, or 
C in Column 2 which best describes your preference in an in- 
service programme.
(You should circle the same letter in both columns if you 
think that your present situation is the best one. You should 
circle a different letter in Column 2 if you would prefer a 
different situation.)
Situ. At 
EMUEPS 
Column 1
Your 
Prefer. 
Column 2
PART I: INPUT SESSIONS (#1-5)
1- Who decides what to include in the 
input sessions in your in-service 
programme?
A)tutors B)teachers 
C)tutors and teachers
B B
2- Who delivers the information during 
the input sessions?
A)tutors B)teachers 
C)tutors and teachers
B B
3- Who decides which methods/techniques 
are appropriate to use in your 
classroom?
A)tutors B)teachers 
C)tutors and teachers
B B
4- What is the main theme used in the 
input sessions?
A) Information on EFL methodology
B) Teachers' problems related to 
their classroom experience 
(classroom management, 
teaching techniques etc.)
C) Teachers' findings from their 
classroom investigations.
B B
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Situ. At 
EMUEPS 
Column 1
Your 
Prefer. 
Column 2
5- Which of the following best 
describes the flow of information 
in your in-service programme related to 
the input sessions?
A ) Tutors->Teachers
B) Teachers<->Tutors
C) Students->Teachers<->Tutors
B B
PART II; TUTOR OBSERVATIONS (#6-9)
6- Who decides on what aspects of 
classroom behaviours to be observed?
A)tutor B)teacher 
C)tutor and teacher
B B
7- Who decides which procedures to 
include in the lesson plan?
A)tutor B)teacher 
C)tutor and teacher
B B
8- Who analyzes the data collected 
during the observation?
A)tutor B)teacher 
C)tutor and teacher
B B
9- Who comments on the data collected 
by the tutor?
A)tutor B)teacher 
C)tutor and teacher
B B
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Situ. At 
EMUEPS 
Column 1
Your 
Prefer. 
Column 2
PART III: MICROTEACHING (#10-11)
10-Which of the following is most 
typical of your microteaching practices 
in your in-service programme?
A) Practising skills such as 
use of visual aids, organising 
groups, instruction giving etc.
B) Trying out a particular 
technique which seems to the 
teacher as a possible solution 
to a problem related to his/her 
class.
C) Trying out a particular 
technique to investigate students^ 
reaction to it. Real students are 
invited to the session.
B B
11- Who decides what is to be practised 
in microteaching?
A)tutor B)teacher 
C)tutor and teacher
B B
PART IV; PEER OBSERVATIONS (#12-14)
12a- Do you use any observation instruments when you observe 
your colleagues? (Circle one answer)
A)yes B)no
12b- Do your colleagues use observation instruments when they 
observe you? (Circle one answer)
A)yes B)no
(If your answer is "no”, to both questions go to question 14. 
If your answer is "yes" to either question go to question 13.)
13- Which of the following observation instruments are used to 
collect data during peer observations? Please answer as follows :
1) Put a check ( / )(for all answers that apply) in the box 
under Column 1 to specify the instrument(s) that you use as an 
observer.
2) For each instrument you have checked in Column 1, put a 
check ( / ) in the box under Column 2 if you find the 
instrument you use as an observer useful. Put a cross (X) if 
you do not find it useful.
3) Put a check ( / ) (for all answers that apply) in the box 
under Column 3 to specify the instrumentes) vour colleagues 
use to observe you.
4) For each instrument you have checked in Column 3, put a 
check ( / ) in the box under Column 4 if you find the 
instrument useful as an observes. Put a cross (X) if you do 
not find it useful.
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observer observes
1 2 3 4
Selective verbatim: written record of what is 
exactly said in class. Observer records only 
classroom behaviours which are selected in 
advance, e.g., teacher questions, instructions 
etc.
Verbal flow: seatina charts are used to record 
who is talking to whom.
Movement patterns: seatina charts are used to
record the movements of teacher and students in 
class.
At task: seatina charts are used to orovide 
data on whether the students are engaged in the 
tasks during class.
Anecdotal records: brief notes of events are
taken as they occur in class.
Checklists: readv-made checklists are used to 
provide feedback to the observee.
Other, Please specify .......................
14a- Would you like to learn more about any of the instruments 
listed in Question 13 above? If so, which ones?
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14b- Would you like to learn about other observation instruments?
A)yes B)no
SECTION B:
Instructions;
Read the following extracts which describe some of the various 
activities used in various teacher education programmes and 
answer the question which follows below.
15-Workshops: Teachers work individually or in groups to 
prepare something, such as classroom materials, teaching 
aids, or lesson plans and try these in their lessons.
16-Dialoq journals: 1)Teacher and students write to each 
other to interact about classroom matters. 2)Teacher 
analyzes these to gain more insights about his/her classroom 
practices and his/her students.
17-Audio/video recordings: 1)Teacher selects an aspect of 
his/her teaching, 2)video/audiotapes classroom interaction,
3)transcribes the relevant parts, 4)analyzes the transcribed 
parts, and finally 5)decides what changes in his/her 
teaching are required.
18-Diary studies: 1)Teacher keeps a personal diary over a 
period of time (e.g., one semester), and then 2)analyzes it 
to learn more about classroom teaching/learning.
19-Discussions: 1)Teachers supply their findings from 
classroom investigations (e.g. 16, 17, or 18) and, 2)share 
ideas in groups about how to solve problems.
Are the activities 
mentioned above 
used in your 
current in-service 
programme?
(Circle A or B)
(If they are used) 
Are they useful?
(Circle A or B)
(If they are not 
used)
Do you think they 
would be useful?
(Circle A or B)
15- A)yes B)no 15- A) yes B)no 15- A)yes B)no
16- A)yes B)no 16- A) yes B)no 16- A)yes B)no
17- A)yes B)no 17- A) yes B)no 17- A)yes B)no
18- A)yes B)no 18- A) yes B)no 18- A)yes B)no
19- A)yes B)no 19- A) yes B)no 19- A)yes B)no
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SECTION C:
Instructions;
Please add anything that you feel that this questionnaire does 
not cover.
20- What do you like about your current in-service programme?
21- What don't you like about your current in-service 
programme?
22- What would you like to see included which is not present 
in your current programme?
23- Other comments;
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QUESTIONNAIRE 2
Dear Colleague,
This questionnaire is designed to investigate your 
preferences among different possible practices in a teacher 
education programme. This information will be used to suggest 
a model of a teacher education programme for EMUEPS which can 
best answer the needs of the teachers in this institution. 
Therefore, your co-operation would be much appreciated.
Please, answer honestly. Your identity will remain 
confidential.
Number of years of experience 
in teaching ELT you have had 
in general
Starting date of employment at EMUEPS
ELT in-service courses you have 
attended (please list all)
Thank you.
Zehra Ergudenler
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SECTION A:
Instructions;
For Parts I, II, and III please do the following: Circle the 
letter A, B, or C in the place indicated to the right which 
best describes your preference in an in-service programme.
Circle
Your
Prefer.
Here
PART I: INPUT SESSIONS (#1-5)
1- Who should decide what to include in 
the input sessions in an in-service 
programme?
A)tutors B)teachers 
C)tutors and teachers
B
2- Who should deliver the information 
during the input sessions?
A)tutors B)teachers 
C)tutors and teachers
B
3- Who should decide which 
methods/techniques are appropriate to 
use in the classroom?
A)tutors B)teachers 
C)tutors and teachers
B
4- What should be the main theme used 
in input sessions?
A) Information on EFL methodology
B) Teachers'^ problems related to 
their classroom experience 
(classroom management, 
teaching techniques etc.)
C) Teachers' findings from their 
classroom investigations.
B
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Circle
Your
Prefer.
Here
5- Which of the following should 
represent the flow of information 
in an in-service programme related to 
the input sessions?
A) Tutors->Teachers
B) Teachers<->Tutors
C) Students->Teachers<->Tutors
B
PART II; TUTOR OBSERVATIONS (#6-9)
6- Who should decide on what aspects of 
classroom behaviours to be observed?
A)tutor B)teacher 
C)tutor and teacher
B
7- Who should decide which procedures 
to include in a lesson plan?
A)tutor B)teacher 
C)tutor and teacher
B
8- Who should analyze the data 
collected during the observation?
A)tutor B)teacher 
C)tutor and teacher
B
9- Who should comment on the data 
collected by the tutor?
A)tutor B)teacher 
C)tutor and teacher
B
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PART III; MICROTEACHING (#10-11)
10-Which of the following do you think 
is the most useful microteaching 
practice in an in-service programme?
A) Practising skills such as 
use of visual aids, organising 
groups, instruction giving etc.
B) Trying out a particular 
technique which seems to the 
teacher as a possible solution 
to a problem related to his/her 
class.
C) Trying out a particular 
technique to investigate students' 
reaction to it. Real students are 
invited to the session.
B
11- Who should decide what is to be 
practised in microteaching?
A)tutor B)teacher 
C)tutor and teacher
B
PART IV: PEER OBSERVATIONS (#12-15)
12- Do you participate in peer observations? (Circle one 
answer.)
A) yes B) no
(if your answer is "no", go to question 15. If your answer is 
"yes" go to question 13.)
13a- Do you use any observation instruments when you observe 
your colleagues? (Circle one answer.)
A)yes B)no
13b- Do your colleagues use observation instruments when they 
observe you? (Circle one answer.)
A)yes B)no
(If your answer is "no", to both questions go to question 15. 
If your answer is "yes" to either question go to question 14.)
14- Which of the following observation instruments are used to 
collect data during peer observations? Please answer as follows :
1) Put a check ( / )(for all answers that apply) in the box 
under Column 1 to specify the instrument(s) that you use as an 
observer.
2) For each instrument you have checked in Column 1, put a 
check ( / ) in the box under Column 2 if you find the 
instrument you use as an observer useful. Put a cross (X) if 
you do not find it useful.
3) Put a check ( / ) (for all answers that apply) in the box 
under Column 3 to specify the instrument(s) your colleagues 
use to observe you.
4) For each instrument you have checked in Column 3, put a 
check ( / ) in the box under Column 4 if you find the 
instrument useful as an observee. Put a cross (X) if you do 
not find it useful.
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observer ' observee
1 2 3 4
Selective verbatim: written record of what is 
exactly said in class. Observer records only 
classroom behaviours which are selected in 
advance, e.g., teacher questions, instructions 
etc.
Verbal flow: seating charts are used to record 
who is talking to whom.
Movement patterns: seatina charts are used to
record the movements of teacher and students in 
class.
At task: seatina charts are used to orovide 
data on whether the students are engaged in the 
tasks during class.
Anecdotal records: brief notes of events are
taken as they occur in class.
Checklists: readv-made checklists are used to 
provide feedback to the observee.
Other, Please specify .......................
15a- Would you like to learn more about any of the instruments 
listed in Question 14 above? If so, which ones?
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15b- Would you like to learn about other observation instruments?
A)yes B)no
SECTION B:
Instructions:
Read the following extracts which describe some of the various 
activities used in various teacher education programmes and 
answer the question which follows below.
16-Workshops: Teachers work individually or in groups to 
prepare something, such as classroom materials, teaching 
aids, or lesson plans and try these in their lessons.
17-Dialoa journals: 1)Teacher and students write to each 
other to interact about classroom matters. 2)Teacher 
analyzes these to gain more insights about his/her classroom 
practices and his/her students.
18-Audio/video recordings: 1)Teacher selects an aspect of 
his/her teaching, 2)video/audiotapes classroom interaction,
3)transcribes the relevant parts, 4)analyzes the transcribed 
parts, and finally 5)decides what changes in his/her 
teaching are required.
19-Diary studies: 1)Teacher keeps a personal diary over a 
period of time (e.g., one semester), and then 2)analyzes it 
to learn more about classroom teaching/learning.
20-Discussions: 1)Teachers supply their findings from 
classroom investigations (e.g. 17, 18 or 19) and, 2)share 
ideas in groups about how to solve problems.
Do you think that the activities mentioned above would be 
useful in an in-service programme? (Circle A or B)_______
16- A) yes B)no
17- A) yes B)no
18- A) yes B)no
19- A) yes B)no
20- A) yes B)no
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SECTION C:
Instructions:
Please add anything that you feel that this questionnaire does 
not cover.
21- What would you like to see in an in-service programme?
22- Other comments:
Thank you for your cooperation.
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APPENDIX D
Peer Observation Tables
Observation Instruments Used bv NG. COTE. DOTE 
Participants and NTs
NG n = 11
observer observeeused useful used useful
f(%) f(%) £(%) f(%)
selective verbatim 3(27%) 3(27%) 3(27%) 3(27%)
verbal flow - - - -
movement patterns - - - -
At task 1(9%) 1(9%) 1(9%) 1(9%)
Anecdotal records 3(27%) 3(27%) 3(27%) 3(27%)
Checklists 3(27%) 3(27%) 3(27%) 3(27%)
Other - - - -
COTE n = 8
observer observee
used useful used useful
f(%) f(%) f(%) £(%)
selective verbatim 7(88%) 7(88%) 6(75%) 6(75%)
verbal flow - - - -
movement patterns - - 1(13%) 1(13%)
At task 2(25%) 2(25%) 2(25%) 2(25%)
Anecdotal records 6(75%) 5(63%) 5(63%) 5(63%)
Checklists 3(38%) 2(25%) 1(13%) 1(13%)
Other - - - -
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DOTE n =  17
observer observee
used
f(%)
useful
£(%)
used
£(%)
useful
f(%)
selective verbatim 
verbal flow 
movement patterns 
At task
Anecdotal records
Checklists
Other
14(82%) 13(76%)
1(6%) 1(6%) 
2(12%) 2(12%) 
5(29%) 4(24%)
16(94%) 16(94%)
10(59%) , 10(59%)
11(65%) 10(59%)
1(6%) 1(6%)
1(6%) 1(6%)
3(18%) 2(12%)
16(94%) 16(94%)
10(59%) 10(59%)
Ton-Trainees n = 25
observer observee
used
£(%)
useful
£(%)
used
£(%)
useful
£(%)
selective verbatim 9(36%) 9(36%)
verbal flow 2(8%) 2(8%)
movement patterns 1(4%) 1(4%)
At task 3(12%) 3(12%)
Anecdotal records 7(28%) 6(24%)
Checklists 8(32%) 8(32%)
Other
11(44%) 11(44%) 
1(4%) 1(4%)
2(8%) 2(8%) 
2(8%) 1(4%)
6(24%) 6(24%)
8(32%) 8(32%)
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Subjects Who Would Like to Learn about the Observation 
Instruments Given in the Questionnaire
n = 11 n = 8 n = 17 n =
NG COTE DOTE NTS
f(%) f(%) £(%) I(%)
selective verbatim 2(18%) - 4(24%) 6(24%)
verbal flow 2(18%) 4(36%) 11(65%) 11(44%)
movement patterns 1(9%) 4(36%) 7(41) 8(32%)
At task 1(9%) 2(25%) 6(35%) 9(36%)
Anecdotal records 4(36%) 2(25%) 1(6%) 4(16%)
Checklists , 1(9%) 1(13%) 3(18%) 7(28%)
Subjects Who Would Like to Learn about Other Observation
Instruments
Ques. 14b Yes No
£(%) I(%)
NG n = 11 7(64%) 4(36%)
COTE n = 8 6(75%) 2(25%)
DOTE n = 17 16(94%) 1(6%)
Ques. 15b Yes No
NTs n = 25 18(72%) 7(28%)
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APPENDIX E
Observation Feedback Forme;
Obs. 2
Dec. 12, 1994
Good Points:
I can see your insistence on correction is having a nice 
cyclical effect on the class, for example, the first time a stu­
dent said 'eat' for 'eats', another student helped him correct 
it. Later when yet another student made the same mistake, you 
only had to hesitate and the student was able to self-correct.
Your idea for changing partners for each activity made 
switching quick and simple. You also had a good way of checking 
for partners each time they moved (but do actually look at each 
pair to make sure. Ask them if you are not sure they have 
understood).
You adjusted beautifully to the discovery of the missing 
worksheets. I don't think the students even noticed your hesita­
tion and you didn't lose any time doing it a different way-
Little things I really liked that just make a class go 
smoother: your oral and visual description of a sndil; your 
insistence on circle formation for groups; your pictures, especi­
ally the fact that they were familiar to the students; and last 
but not least, choral work.
Points to consider:
Your instructions, especially your habit of hesitating and 
allowing the students to "fill in the blanks", went well. I am 
happy to see you trying to model as well. May I make two sugges­
tions while modelling: one, try to do your modelling as closely 
to what the students will actually do as possible; and two, 
finish the model completely before going on. Next step, doing 
instruction checks before the students begin the activity.
I am afraid the way the chart was designed caused your stu­
dents to make a mistake. There are several things you can do to 
avoid this happening in the future: a) write what you anticipate 
the students will write; b) do the activity with an office mate; 
or c) give instructions to two friends/office mates and have them 
do it. No matter which method you use, be sure to check the 
results for any kind of unnatural sounding or wrong answers and 
make adjustments accordingly.
Overall:
You have good ideas, not only for activities, but also how 
to implement them in innovative ways. Keep up the good work, 
practice different ways of doing instructions and I'll try to 
observe you again in January.
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Strong points
— v©ry nicG clcissroom msnnGr, warm and ©ncouraging throughout.
- great care shown with setting up of activities, clear 
instructions, demonstrated and modelled. You We obviously given 
this a great deal of consideration, and the improvement is clear to see.
- students involved throughout - the materials were fine, and, I 
think, pitched, at just about the right level. Certainly your aim was accomplished by the end of the lesson.
Points to think about
- when asking questions about yourself, e.g. 'Where did I go on 
holiday?', there will tend to be a little bit of confusion on the 
students part as to what pronoun to use. How could this be avoided?
- when class sizes are small, I think I would be tempted to reseat 
them, e.g. in a nice, intimate semi-circle.
- I'm not sure about writing the questions on the board before the 
group work activity. There's a danger that a speaking activity can 
become a 'reading aloud' activity.
- check questions - see below.
Questions
- I'm a little curious about your fondness for interjecting yes/no 
questions, not least because in every case the answer was 'yes'.
- Were you looking for background music on the radio, just after 
they started the group work?
- Think about how you organised the final feedback session. Could 
you have organised it any differently, and what advantages might 
there have been if you had done this?I
Re. Methodology Assignment 2
1. The importance of setting up and leading into these activities 
carefully is something you've obviously given a lot of thought to. 
This will need discussion. Think also about the lead-in stage - 
what is it intended to accomplish exactly? Is it just a 'warm-up' 
or is it more besides?
2. What you did was link listening for specific information, with 
structural input. Remember this when you discuss the level of the 
class.
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Cbs. 1
Apr 5, 1995
Good Points;
You had obviously put in a fair bit of time into preparation 
and planning for the class, in particular you selected a really nice text.
Your classroom manner is lovely. You hold firm but friendly 
authority, warm and encouraging, both to the whole class and while monitoring.
Insisting on 1 1/2 minutes for scanning was great, you had 
every single student's attention completely focused on the activ­
ity, you could hear a pin drop it was so quiet. You also focused 
attention well during the brainstorming activity and during the 
preparation of the vocabulary (where you had them underline the 
words in the text).
Points to consider:
As I mentioned above, the timing for the scanning activity 
was really good. I think that the kind of "concentrating" atmos­
phere could have continued through all the activities with (as 
you did with scanning) giving very short, snappy time limits.
As you yourself wrote, the vocabulary (which began very 
nicely) would have continued a little smoother with a shorter 
vocabulary list and using a sheet for the vocabulary and defini­
tions instead of separate pieces of paper. Having a correction 
sheet or putting the correct matchings on OHP would have made 
this section go faster as well.
Timing is the key to everything here, I think. Putting time 
limits on every activity and making it all go a little "snappier" 
(as John would say) and that way you would have time to do the 
last activity which was the real meat of the lesson.
Overall;
You just weren't your usual organized self. In spite of 
that, certain parts of your lesson went extremely well. When you 
are in your usual organized mode, well, look out D.O.T.E.
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Obs. 2
Dec 13, 1994
Good Points:
More of your students could see you and the board now that 
you've adjusted seating arrangement (if your students aren't com­
fortable with the current pattern, let them make some sugges­
tions, but be firm with them. You have the final say. ) Your 
pairing activity was a good review, related to the lesson and the 
students were able to do it easily. They moved quickly and quietly into pairs and groups.
I liked your chart and pictures (all big enough to be seen 
easily) and your cards (I hope you got them back so you can use them again).
Your use of questions was good, especially when you used the 
question form to clearly show the difference between past simple 
and past continuous. I also like your use of silence to elicit 
both the question and answer form.
Points to consider:
Your pairing activity was good, especially since it was 
related to the lesson. Next time I would suggest doing the 
feedback with all the pairs as a nice quick review for the whole 
class.
Your instructions were also good, but unfortunately they 
weren't getting through to the students. Here are some sugges­
tions for getting past that barrier. Model first, then give out 
the materials (so the students are paying attention to you and 
not reading). Do all the instructions before letting them begin, 
because if you want to add anything later, you'll probably have 
to shout over them. Remember to do an instruction check and 
maybe write some of the instructions on the board (because they 
will forget). Finally, if all else fails, it's okay to stop the 
activity, go though the instructions again and start over, but 
if you do, insist on having everyone's attention.
Thank you for having me. Could we do the next observation 
in January, maybe the third week?
